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Abstract 
Inclusive education calls for high levels of learning and equal participation of learners’ 
diverse classrooms. Learners with neurodevelopmental disorders such as attention deficit 
hyperactive disorder, autism spectrum disorder, communication disorder, intellectual 
disorder, motor disorder and specific learning disorders present teachers with numerous 
challenges in the mainstream. These teaching difficulties could be challenging for newly 
qualified teacher who is still struggling to cope with their first year in the profession and then 
are required to support these learning deficits applying the knowledge derived from their 
teacher training programmes. This study explored how newly qualified teachers 
accommodate learners with neuro-developmental disorders in mainstream classrooms. In this 
generic qualitative study, ten newly qualified teachers were interviewed from different 
mainstream high schools. Critical incident reports were used to note support strategies used 
for major incidents of learners with NDD in the absence of the researcher. 
 The findings of this study present how newly qualified teachers attempt to accommodate and 
support learners with NDD in the classroom. The study also reports that newly qualified 
teachers employ a variety of support strategies in ensuring that learners with NDD receive 
required support to enable them to learn effectively in the mainstream classroom.  Although 
their lack of insufficient knowledge from teacher training, lack of parental involvement, 
behavioral problems, excessive workload, and lack of support from the school based support 
teams present a challenge in providing support for these learners, the newly qualified teacher 
still support and learners with NDD. This implies that teacher-training institutions should 
consider adding strategies for teaching learners with neurological challenges to the pre-
service teacher training curriculum.  
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Chapter one
Orientation and background to the research 
1.0 Introduction  
Inclusive education is a strategic trend in the South African education system that strives for 
all learners to be included and supported in the classroom, regardless of their diverse barriers 
to learning (Makoelle, 2012). This policy has placed a demand on teachers to metamorphose 
‘old school’ thinking and develop an inclusive attitude to all learners by providing additional 
support that will ensure equity and equality in education (Florian, 2008).  The purpose of this 
study is to explore how newly qualified teachers support learners with neurodevelopmental 
disorders in mainstream classrooms. In view of this, this chapter provides detailed orientation 
and background to the study as well as the motivation and problem statement guiding the 
choice of the research.  
1.1 Background and context of the study  
Inclusive education ensures that learners with diverse learning abilities are accommodated 
and supported in mainstream classrooms (Makoelle, 2016).  This section will discuss 
inclusive education as it forms the background of this study, which supports that learners 
with barriers to learning such as Neurodevelopmental disorders (NDD) receive support to 
learn effectively in the mainstream classroom. The foundation of inclusive education 
encourage schools to teach all- learners irrespective of their differences in ability, culture, 
gender, language, class, and ethnicity. From an international perspective, it is also seen as a 
reformation that encourages diversity among learners in the learning environment (UNESCO, 
2005). One of the aims of inclusive education is to eradicate the social exclusion that is a 
result of behaviours and responses to diversity in race, social class, ethnicity, religion, gender 
and ability (Ainscow, 2005). Inclusive education is directed towards improving the quality of 
mainstream education and reducing the inequalities in its attainment outcomes (Pantić & 
Florian, 2015). By implication, the above views of inclusive education posit that schools must 
adjust the system of teaching and learning to accommodate all learners regardless of their 
broad range of diverse needs (Department of Education, 2001). 
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The era of democracy in South Africa introduced many changes, and policies have emerged 
to address all forms of inequality in the classroom (Stofile, Green, & Soudien, 2018).  Most 
importantly amongst other policies, the Education White Paper 6 (EWP): Special Needs 
Education: Building an Inclusive Education and Training System was presented in 2001 
(DoE, 2001) was a major policy that aimed to address the need for inclusive education in 
South Africa. The significant issues addressed in this Education White Paper was the shift 
away from the labelling terminology such as “special needs” and “disabilities” (DoE 2001). 
In addition, “learners experiencing barriers to learning” was resolved as the new accepted 
terminology for learners with disabilities. The concentration of Education White Paper 6 was 
to affirm the right to equal access to education for all learners regardless of any disability, 
language, or learning difficulty (Engelbrecht, 2006). Education White Paper 6 (DoE, 2001) 
defines inclusive education as being based on equality and equity, as well as identifying and 
respecting all learners and diversity within mainstream schools. In practice, this entails 
recognising and eliminating barriers in the education system to ensure that diverse learning 
needs are met. For example, providing support using teaching strategies, methods and other 
support mechanisms to achieve effective learning in the classroom.  This inclusive practice 
also includes providing professional support to teachers to enable them to address barriers to 
learning and development (Polat, 2011). It also requires applying evidence-based teaching 
strategies that are learner focused to ensure that all learners benefit from teaching and 
learning in the classroom. 
The successful implementation of inclusive education is determined by the teacher’s ability 
and willingness to implement inclusive education in the classroom (Billingsley, Fall & 
Williams, 2006; Themane, & Thobejane, 2018). The implementation of inclusive education 
can only be achieved if teachers accept and embrace the responsibility of practicing and 
implementing inclusion in the classroom (Mahlo & Subban, 2017). Studies have reported that 
majority of the teachers feel unprepared and ill-equipped for working in inclusive classrooms, 
and some in-service teachers have not been trained to teach learners with diverse needs and 
may struggle to provide support for learners (Eloff & Kgwete 2007; Phasha, Mahlo, & 
Maseko, 2013). In addition, studies on the implementation of inclusive education in South 
Africa, have discovered that despite the development of implementation of inclusive 
education, complex contextual issues such as limited funds affect the availability of 
resources, overcrowded classrooms, and negative school cultures further affect teacher’s 
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attitudes towards learners with barriers to learning (Engelbrecht, Nel, Nel, & Tlale, 2015; 
Swart & Oswald 2008; Walton & Lloyd, 2011). 
Since 1994, there has been a growth in the demand to teach learners with barriers to learning 
in the South African mainstream classroom (Engelbrecht, 2006; Polat 2011). As a result, 
there is an increase in the number of learners with NDD gaining admission into mainstream 
classroom (Rowley et al., 2012; Norbury, & Sparks, 2013).  In South Africa, the new policy 
in the education system has brought about a notable increase in learners with 
neurodevelopmental disorders such as intellectual disability attending mainstream classroom 
(Engelbrecht, Oswald, Swart & Eloff, 2003). To meet these new changes in the mainstream 
classroom, teacher training institutions have made it a priority to ensure that pre-service 
teachers acquire the necessary skill and knowledge to enable them to provide support for 
learners with barriers to learning in the classroom (Islam, 2012). Pre-service teachers are now 
trained to support and accommodate learners with barriers to learning using different support 
mediums such as diverse learner-centred teaching methods, adapting and adopting different 
learning styles, cooperative learning and other teaching strategies that encourage active 
participation of learners in the classroom.  
I considered inclusive education a suitable background for this study because it encourages 
and supports the inclusion of learners with barriers to learning such as NDD to learn with 
their peers in mainstream classrooms. The principles and policies of inclusive education 
ensures the use of teaching strategies, approaches, and methods to achieve equal teaching and 
learning as well as providing additional support for learners with barriers to learning in the 
mainstream classroom (Mittler, 2012).  In this regard, inclusive education also provided a 
suitable background for me to explore the support strategies used by the newly qualified 
teachers to support learners with NDD in the mainstream classroom. After establishing a 
suitable background for the study, the next section will discuss and justify the motivation for 
the study. 
1.2 Motivation for the study  
In my experience as a postgraduate student who has tutored several pre-service teachers 
especially the Postgraduate Certificate Education (PGCE) class in the field of inclusive 
education, I noticed that pre-service teachers return from their various teaching practicum 
locations surprised and with so many questions as to why the classroom is different from 
what they imagined it to be. These pre-service teachers expressed their surprise at the kind of 
4 
 
barriers to learning they find present in the classroom and sometimes they worry about being 
able to meet the needs of the learners in their classroom when they become newly qualified 
teachers. Hence, I became interested in exploring how newly qualified teachers who were 
previously pre-service teachers accommodate and support learners with NDD in the 
mainstream classroom. After obtaining their qualifications, it is expected of these teachers to 
be “inclusive ambassadors” in their classroom by utilising their basic knowledge on inclusion 
to provide support and accommodate learners with barriers to learning such as NDD in the 
classroom. My motivation for this study was born out of a desire to understand how newly 
qualified teachers provide support to learners with NDD in the mainstream classroom. The 
motivation for this study will be discussed below.  
Firstly, having analysed studies on the attitudes of teachers towards inclusive education, 
inadequate resources and lack of suitably trained teachers have contributed to the major 
reasons behind the unsuccessful implementation of inclusive policies in South Africa 
(Engelbrecht, 2006: Walton, 2016). In addition, teachers also exhibit negative attitudes 
towards implementing inclusive practices in the classroom because they lack the required 
knowledge needed to provide support to learners with diverse needs in the classroom 
(Donohue & Bornman , 2015; Mahlo, 2011). Despite the focus on inclusive education for 
over a decade, teachers continue to struggle with accommodating learners with barriers to 
learning especially in mainstream classrooms (Hay, Smith & Paulsen, 2001). This struggle is 
a result of the short-term training provided for the in-service teachers, which lacks major 
focus on content knowledge, and therefore, teachers still apply the medical approach in 
teaching learners in the mainstream classroom (Ntombela, 2011). The medical approach 
views the development of a child from a psycho-neurological perspective, which assumes 
that a child’s learning and development is natural and any aberration or deviations in the 
process is considered as an abnormality and deficiency and this approach doesn’t support the 
implementation of inclusive education (Sebba & Gardner, 2017). 
Furthermore, the new polices on inclusive education have placed a demand on teachers to 
challenge and improve their practices in mainstream classroom (Ness, 2016). This is to 
ensure that educators are not only positive but also able to reject the previous beliefs that 
hinder the implementation of inclusive education (Oswald & Swart, 2011). I argue that 
experienced existing teachers with little or no training on inclusive education still struggle to 
accommodate and support learners with barriers to learning in the classroom (Donohue, & 
Bornman, 2014; Mahlo, 2017), Bearing in mind that existing teachers still struggle to provide 
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adequate support in the mainstream classroom, I am motivated to explore how newly 
qualified teachers who have received basic level of  training on inclusive education support 
learners with NDD in the classroom. 
Secondly, since 2001, there have been initiatives by the Department of Education (DoE), 
non-governmental organizations and higher institutions to train teachers to accommodate 
learners with disabilities in inclusive classrooms (Subban & Mahlo, 2017). The preparation of 
teachers for inclusive education has undergone major changes. One of these notable changes 
has been to prepare and train pre-service teachers to effectively accommodate diverse 
learning needs in the mainstream classroom (Forlin, Loreman, Sharma & Earle, 2009; Walton 
& Ruszynyak, 2014).  There is some evidence of effectiveness as mainstream schools are 
starting to accommodate and admit learners who previously would have been sent to a special 
school (Walton, Nel, Hugo, & Muller, 2009).  
Furthermore, pre-service teacher education programmes correct negative attitudes towards 
the needs of learners in inclusive classrooms (Walton & Rusznyak, 2013). Oswald and Swart 
(2011) explained how teacher education institutions are designing programmes that help 
prospective teachers to understand the theoretical and practical advances in teaching and 
learning that can enable the inclusion of learners with diverse abilities. Because of this 
training, pre-service teachers trained in inclusive education became better teachers who can 
accommodate and provide support for learners with barriers to learning in mainstream 
classroom (Walton & Lloyd, 2012: Florian & Spratt, 2015). Similarly, pre-service teachers in 
Australia were more prepared to accommodate learners with disabilities after some course 
work but were concerned about provision of support and resources by the school (Stella, 
Forlin, & Lan, 2007). These recent advancements in teacher education for inclusive education 
have made deliberate efforts to empower and train the newly qualified teacher to implement 
inclusive education. Therefore, I am motivated to explore how the newly qualified teachers 
apply the knowledge and skill received from their teacher training, especially in supporting 
and accommodating learners with NDD in the mainstream classroom. 
Thirdly, most of the teacher training programmes such as the PGCE are known to be short 
and do not allow enough time for in-depth training in skills required for inclusive education 
(Choi, 2017; Wikin, 2017). Teaching learners with barriers to learning in a mainstream 
classroom can be demanding, and most newly qualified teachers leave the profession because 
of their inability to meet up with the expectations placed on them by their employers 
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(Struyven, & Venturous, 2014). Furthermore, new teachers also struggle to handle the 
transition from the theory acquired in their training to the real classroom experience, which is 
mostly overwhelming, and unbearable (Skaalvik, & Skaalvik, 2016).   
However, Akeaympong and Lewin (2002) agree that newly qualified teachers still exhibit 
positive attitudes towards the diversity of learners in the mainstream classroom and are 
willing to support learners with barriers to learning. Similarly, Forlin and Chambers (2011) 
opine that short teacher training programs in inclusive education can still bring a change in 
teacher’s ability to teach diverse learners, as well as improving the level of comfort in 
accommodating diverse learning needs in the classroom. I am motivated to explore how 
newly qualified teachers cope with these challenges and provide support for learners with 
NDD in the mainstream classroom 
In South Africa, most studies reported in literature have focused more on the challenges 
experienced by existing teachers in implementing inclusive education in their classrooms 
(Hay, Smith & Paulsen, 2001; Eloff & Kgwete, 2007; Ntombela, 2011; Phasha, Mahlo, & 
Maseko, 2013; Themane, & Thobejane, 2018).  The authors identified negative attitudes of 
teachers towards inclusive education, lack of skill, knowledge, training, and inadequate 
teaching resources as the major problems hampering the implementation of inclusive 
education in South Africa. Furthermore, pre-service teacher education has been extensively 
studied in literature (Henning, Petker, & Petersen, 2015; Subban & Mahlo, 2017; Walton & 
Ruszynyak, 2017; Gachago, Bozalek, & Ng’ambi, 2018). Nonetheless, only limited literature 
focused on the support strategies newly qualified teachers apply in supporting and 
accommodating learners with barriers to learning such as NDD in the mainstream classroom. 
This results in the limited number of studies providing a data base of various approaches and 
support methods for learners and their learning developments in the classroom (Davis & 
Florian, 2004; Miles & Singal, 2010). Therefore, there is an evident gap in literature on the 
kinds of support and intervention strategies used by the newly qualified teachers for learners 
with barriers to learning such as NDD in the mainstream. This study is motivated towards 
adding to exiting literature on the support strategies used by newly qualified teachers to 
accommodate learners with NDD. 
One of the reasons why I chose NDDs as a focus arise from the fact that, amongst other 
learning disabilities experienced in the mainstream classroom such as physical impairments, 
auditory, hearing and visual impairments; NDD appears to be very sensitive and problematic 
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and has proven to require maximum concentration and attention in terms of providing support 
to enable effective learning in the mainstream classroom (Garzotto, & Gelsomini, 2018). The 
problematic nature of learners with NDD cannot be over emphasised as it is highly 
demanding of the teacher’s ability to provide additional support in the mainstream classroom 
(Webb, 2011). NDD requires a high level of concentration and support to achieve learning 
performance in the classroom. Teachers who lack training and knowledge on providing 
support for learners may struggle to accommodate these categories of learners in the 
classroom (Abegg, 2015). The new teacher is trained to have some background level of 
training and understanding of these learning disorders and how to identify and provide basic 
support when needed (Westbrook, & Croft, 2015).  Hence, this study seeks to explore the 
support strategies used by newly qualified teachers in accommodating learners with NDD in 
the classroom.  
As a PGCE senior tutor who was always consulted by pre-service teachers especially with 
respect to their practical assignments in supporting learners with barriers to learning during 
their school practical experience- I observed that most of the reports derived from their 
personal teacher reflections were mostly related to NDD which ranged from the learner’s 
inability to read, write, spell, and pronounce words, mathematical calculations, inattention, 
hyperactivity, and disruptiveness (Romski et al., 2018).   These pre-service teachers 
expressed a high level of surprise at the kind of NDDs they found in the classroom. Although 
they were positive about providing support, they also worried about the lack of parental 
involvement and school support. In my personal conversations with the pre-service teachers, 
while sharing a reflective moment, a student teacher stated that “Learning problems are no 
longer only in special schools anymore,” Another pre-service teacher said, “In my class I had 
learners who struggled to write, read or even pronounce words, some of them find it difficult 
to comprehend and understand what I teach no matter how easy it is,”-The data derived from 
my experience as a tutor also contributed to the motivation on exploring how the newly 
qualified teacher accommodate learners with NDD in their mainstream classrooms.  
1.3 Problem statement  
Numerous researchers have studied the struggles faced by teachers in implementing inclusive 
education as it concerns accommodating learners with barriers to learning in the classroom 
(Eloff & Kgwete, 2007; Boyle, Topping, & Jindal-Snape, 2013; Donohue & Bornman, 2014; 
Okyere, Aldersey, Lysaght, & Sulaiman, 2018). Most of these studies have reported lack of 
knowledge, skill, resources, and training to be the major challenges hampering the practice of 
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inclusive education in the classroom. Despite all the knowledge gathered on the teachers’ 
inability to implement inclusive education, there is scarce research focusing and exploring the 
newly qualified teacher and how they support learners with NDD in mainstream classrooms 
(Akyeampong, & Adzahlie-Mensah, 2018).  Irrespective of the challenges experienced in 
providing support for learners in the mainstream classroom, newly qualified teachers still 
employ a variety of teaching and support strategies in accommodating learners with barriers 
to learning in the classroom and this has not been fully recorded or explored in existing 
literature (Westbrook, & Croft, 2015; Wahl, 2017).  Therefore, the problem to be investigated 
in this study is: How do newly qualified teachers accommodate and support learners with 
neurodevelopmental disorders in their mainstream classroom? 
1.4 Aim of the study 
The aim of my study was to explore how newly qualified teachers accommodate and support 
learners with NDD in mainstream classrooms.  
1.4.1 Research questions  
 How do newly qualified teachers accommodate and support learners with NDD in 
mainstream classrooms?  
 What are the challenges of newly qualified teachers accommodating learners with 
NDD in mainstream classrooms? 
1.4.2 Research objectives 
To answer the following research questions, the research objectives of this was aimed to 
accomplish the following: 
 To explore the support strategies used by newly qualified teachers to accommodate 
learners with NDD. 
 To investigate the challenges of newly qualified teachers accommodating learners 
with NDD in mainstream classrooms. 
1.5 Theoretical framework 
The Activity Theory was used as a theoretical lens to view and understand how newly 
qualified teachers provide support for learners with NDD using the various appropriation 
tools. The Activity Theory can unify diverse findings because of its focus on settings in 
which teaching is developed. Because of its emphasis on social settings, the activity theory 
has the potential to understand how teachers who pass through different contexts, mediate 
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their beliefs about teaching and learning in the classroom using the right appropriation 
(teaching and support strategies) (Yuan,2017).  
The three key concepts of the Activity Theory which are activity setting, pedagogical tools 
and appropriation, provided an understanding in which I was able to view how the newly 
qualified teachers who go through the various activity settings, acquiring necessary 
pedagogical tools can appropriate or provide support for learners with NDD in the classroom 
(Grossman, Smagorinsky, Valencia, 1999; Wertsch, 1985; Grossman et al., 2000). The 
Activity Theory also provided understanding on the various appropriations (support 
strategies) and how it could be accepted or rejected by learners in the classroom.  
1.6 Research methodology 
1.6.1 Paradigm 
The paradigm fundamental to this research is the interpretivist which allowed the researcher 
to constructively draw philosophical assumptions of the participants. Interpretivist paradigm 
enables the researcher to understand their world through the perceptions and experiences of 
the participants. In answering the research question, the interpretivist paradigm provided a 
clear interpretation of the explored participant’s understanding and experience about a 
phenomenon. This is because, interpretivist researchers derive and find out reality from the 
views, backgrounds and experience of their participants (Creswell, 2003; Peregrine, & 
Yanow, 2011).  For this study, I used the interpretivist paradigm to understand the views and 
experience of participants on how they provide support for learners with NDD in the 
classroom. The interpretivist paradigm also helped me to understand the context and the 
interpretation of data derived from the participants through semi-structured interviews, 
observation, and critical incident report techniques (Yanow, 2014).  
1.6.2 Research design  
In the field of education, generic qualitative studies are among the most common form of 
qualitative research (Caelli, Ray, & Mill, 2003). Generic qualitative studies are one of those 
that do not accept a single established methodological approach (Kahlke, 2014). Generic 
qualitative study pursues to understand the views, process and perception of people involved. 
The generic qualitative study helped me to understand the social phenomena of my 
participants on how they accommodate and support learners with NDD. A generic qualitative 
study is needful when a researcher who has pre-knowledge on information and seeks to 
provide in-depth understanding from the participants’ view. In this study, I used the generic 
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qualitative design to explore how newly qualified teachers accommodate and support learners 
with NDD in mainstream classrooms. 
1.6.3 Purposive sampling  
Participants in purposive sampling play a significant role in data collected for research, 
therefore participants must be selected adhering to the criteria that answers to the research 
question (Ritchie, Lewis, Nicholls, & Ormston, 2013). Purposive sampling was applied in the 
selection of participants which was on the basis that they were newly qualified teachers who 
had completed a teaching qualification and had learners with NDD in their mainstream 
classroom. In strict adherence to this criterion, 10 newly qualified teachers were selected. A 
deliberate effort was made to choose newly qualified teachers who had confirmed to have 
learners with NDD in their mainstream classroom 
1.6.4 Methods of data collection 
1.6.4.1 Individual Semi-Structured Interviews  
Semi-structured interviews with newly qualified teachers were one of the methods employed 
in collecting qualitative data. This kind of interview was suitable for my study as it provided 
in-depth information from participants through conversations (Kvale, 2008). The questions 
asked were direct and flexible to ensure credibility in interviewing participants and the 
direction of the conversations were guided through a semi-structured interview schedule 
(Babbie & Mouton, 2007). Semi-structured interviews were carried out with the newly 
qualified teachers for approximately 30 minutes each, and this was scheduled at a convenient 
time for the participants to avoid interrupting with learning periods. As suggested by all 
interviews were audio-recorded to preserve participant’s data and assist the researcher to 
thereafter analyse the data (Chenail, 2011). 
1.6.4.2 Critical incident technique 
Critical incidents were used to collect data in the absence of the researcher. Critical incident 
techniques are a step by step qualitative approach that offers a practical method of collecting 
information about human experience and their significance to the people involved (Hughes, 
Williamson & Lloyd, 2007). The use of critical incident techniques in research to obtain 
specific behavioural facts needed for a sound base for making inference to requirement 
(Flanagan, 1954; Serrat, 2017; Carpenter, 2018).  Critical incidents assisted the researcher in 
asking eye witnesses for factual accounts of behaviours for learners with NDD and how they 
were given additional support (Graybill et al., 2017). The critical incident was recorded in a 
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journal format and participants wrote down their experiences, occurrences, events or 
situations of learners with NDD as well as their responses to those situations in the 
classroom. These methods assisted me in collecting data in absentia.  
1.6.5 Data Analysis 
To analyse qualitative data literally means to take apart words, sentences, and paragraphs to 
make sense of, interpret and theorise data (Henning, Van Rensburg, & Smit, 2004). In 
analysing my qualitative data, I used thematic analysis to thematically interpret the data 
collected from my participants by systematically and objectively identifying the special 
characters within them (Clarke, & Braun, 2014). By so doing, raw data was segmented into 
meaningful units and coded with a clear description; this amounted to awarding and 
interpreting meaning of the themes derived from the codes as this is conventional in the 
interpretivist paradigm (Denzin & Lincoln, 2011).  
1.7 Strategies to ensure Trustworthiness 
Trustworthiness is a way of ensuring thoroughness in qualitative research without forfeiting 
its relevance (Mahlo, 2011). Validity is described as credibility of the understandings 
(Nieuwenhuis, 2007a), descriptive validity is referred to as the actual and complete 
information considering if information has been omitted or biased, while interpretive validity 
entails that an accurate report is provided on the meanings and perspective of participants 
collected (Struwig & Stead, 2004). In order to ensure validity in this study, a variety of 
methods were applied which includes: 
 Matching and comparing findings with existing literature (Birt et al., 2016). 
 Providing participants an opportunity to examine transcripts and interpretation of data 
i.e. member checking (Nieuwenhuis, 2007b). 
 Using different data collection methods (interviews, observation, and critical incident 
technique) to check accuracy of findings (Nieuwenhuis, 2007b). 
 A provided evidence to verify how codes, categories, and themes were derived from 
raw data (Addendum C). 
 Ensuring that the wording of the critical incident reports was correct, user friendly, 
and relevant to the study. 
 The use of multiple data sources such as interviews, observation, and critical incident 
reports were used to increase validity. 
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 My supervisors being knowledgeable in the field of teacher education and inclusive 
education and learning support for learners assisted in providing an objective 
assessment, which also enhanced reliability in the study (Creswell, 2009). 
1.8 Research Ethics  
In conducting research, ethical consideration is required to guide participants against harm 
related to the study (Trochim & Donnelly, 2008). To adhere to ethical considerations, I made 
an application to the ethics committee at the Faculty of Education, University of 
Johannesburg and Gauteng Department of Education. The researcher also obtained 
permission from the Department of Education, South Africa (see Appendix A for ethical 
clearance certificate and DoE approval). As soon as the permission was granted, the proof of 
acceptance was taken to the various schools to inform the principals and participants about 
the study.  
1.9 Informed consent 
Informed consent can be described as a process in which a participant’s permission to 
participate in a research project is obtained after being informed of its procedures, risk and 
benefits (Escobedo et al., 2007). Informed consent was obtained from the participants before 
conducting the research. (See Appendix A). (Mandal, & Parija, 2014) gave the six 
participants letters from the Faculty of Education stating that the study was voluntary, and 
they can withdraw from participating at any time they feel like without penalty or prejudice 
as agreed. Informed consent from participants was signed and approved after I carefully 
explained the purpose of the study. To respect the participants’ privacy, data collected from 
them was treated anonymously and the research process was cautious not to harm the 
participants in any way. 
1.10 Clarification of concepts 
1.10.1 Inclusive education: Inclusive education (IE) is all about supporting all learners, 
educators, and the educational system so that the full range of learning needs can be met 
(Makoelle, 2012). Inclusive education focuses on the development of good teaching 
strategies and providing resources that will benefit all learners. The Education White Paper 6, 
DoE (2001) describes inclusive education as a system that acknowledges that all learners can 
learn with the required support provided. This policy accepts and respects that learners may 
be different in some ways and they have different learning needs that should be equally 
accepted. IE is geared towards eliminating all barriers to learning and providing quality 
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education, especially to learners who are identified as having barriers to learning and 
development, and the participation of all learners who are vulnerable to exclusion and 
marginalisation. 
1.10.2 Neurodevelopmental disorders: The Diagnostic and Statistical Manual of Mental 
Disorders (5th ed.; DSM–5; American Psychiatric Association [APA], 2013) states that NDD 
are a group of conditions that manifest in the developmental period and co-occur in 
individuals with autism spectrum disorder, attention deficit hyperactive disorder (ADHD), 
specific learning disorder, intellectual disability, communication disorders and motor 
disorders.  Norbury & Sparks (2013) submits that NDD are associated with the functioning of 
the brain and children with NDD experience challenges with language behaviour, memory, 
learning or other neurological functions. NDD is referred to as disabilities that are associated 
with the brain, which ends up affecting the child’s behaviour memory or ability to learn. Such 
disabilities could be mental retardation, dyslexia, attention deficit hyperactive disorder, 
learning disability and autism spectrum disorder (Miyake & Friedman, 2012). NDD is also 
described as a group of conditions that occurs at the beginning of a child’s developmental 
period before transition into grade school. This onset period is characterised by 
developmental deficits that produce impairments or personal, social, academic, or 
occupational functioning. 
1.10.3 Newly qualified teachers: In this study, the newly qualified teacher (NQT) is used to 
describe teachers who just concluded their degree in education. The term newly qualified 
teacher refers to new teachers who are in the first year of teaching in the mainstream 
classroom. The six participants in this study are teachers who recently completed their 
postgraduate certificate in education and are already teaching in mainstream classrooms for 
more than a year. Newly qualified teachers are students who were trained by a higher 
institution to become teachers (Akyeampong & Lewin, 2002). 
1.10.4 Support strategies: For this study, support strategies are activities that promote the 
ability of a school to respond to the diverse needs in the classroom (Mahlo, 2011). The term 
“support strategies” in this study connotes different classroom activities that are used in 
ensuring that all learners irrespective of their abilities benefit equally from teaching and 
learning activities in the classroom (Stoiber, & Gettinger, 2011).  These classroom activities 
vary from the use of different teaching strategies, classroom modification, learning styles and 
individualised assistance. Support strategies are used by educators and is most times directed 
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towards providing additional support for learners with barriers to learning in the classroom. 
The implementation of inclusive education acknowledges the use of support strategies as it 
ensures that all learners can learn without being marginalised due to barrier to learning. 
Inadequate support strategies in the classroom will disadvantage learners with barriers to 
learning as most learners may not be carried along with the teaching in the classroom 
(Mudau, 2009). 
The term ‘teachers’ will be used alongside with ‘educators’ in areas where the literature 
reviewed require it. However, the term educator is an acceptable term for teachers in the 
South African context. In addition, the term children, youths, students and pupils are also 
described as ‘learners’ in the South African context and in some literature internationally. 
The term ‘learner’ is used in this study, except where the context of reviewed literature 
requires the alternative. It is also needful to note that the term ‘barriers to learning’ is 
repeatedly used in this study, this is however a South African preferred term used to describe 
learners with disabilities and special needs.  Learners who experience barriers to learning 
need to be provided with adequate support strategies for inclusive education to be 
implemented. 
1.10.5 Mainstream education: refers to regular schools where learners need minimal 
support to learn (Landsberg, 2011).  
1.10.6 Mainstreaming: in terms of learners with barriers to learning, refers to including 
learners in the regular learning process, which involves placing these learners in mainstream 
learning environment (Swart & Pettipher, 2011). 
1.11 Structure of the dissertation 
Chapter 1: This chapter describes the background and motivation of the study. It also reports 
the theoretical framework underpinning the study with research aim and objectives clearly 
stated.  
Chapter 2: This chapter reviews pertinent literature related to the study, which focused on 
teacher education for inclusive education and neurodevelopmental disorders 
Chapter 3: This chapter discussed the theoretical framework of the study as well as teaching 
and approaches and strategies that could be applied in accommodating learners with NDD in 
the mainstream classroom.  
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Chapter 4: This chapter focuses on the research paradigm, design and research method that 
was used to gather data.  
Chapter 5: This chapter presents an analysis and discussion of the data collected and present 
findings supporting and answering the research questions. 
Chapter 6: In this chapter, a detailed summary of the findings and conclusions to the study 
were discussed. Recommendations for further research were also suggested in the context of 
this research. 
Summary 
This chapter introduced the background of the study with a major focus on inclusive 
education, which was reported to support the need for all learners to learn and be granted 
access to equal education irrespective of their barriers to learning. Thereafter, a motivation 
for the study was presented alongside the problem statement. The aim of this chapter was to 
orientate the reader to the study on the exploration of how newly qualified teachers 
accommodate and support learners with neurodevelopmental disorders in mainstream 
classrooms. This study was viewed through the lens of an interpretivist paradigm with a 
generic qualitative design using interviews, observations and critical incident reports for data 
collection.  
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Chapter two 
Literature review 
2.1 Introduction  
The Salamanca Statement and Framework for Action (UNESCO, 1994) emphasizes the need 
for collective efforts to ensure that all learners are granted equal opportunities to learn and the 
achievement of excellent teaching is given high priority in educational systems of the world. 
There is an increase in the number of learners with disabilities gaining entrance into 
mainstream schools, therefore teaching and support strategies need to be adapted and applied 
to achieve equal learning in the mainstream classroom.  
This chapter conceptualized and discussed inclusive education; different approaches to 
mainstream and inclusion are described alongside the policy development in South Africa. To 
explore and understand how newly qualified teachers accommodate and support learners with 
NDD in mainstream classroom, studies on teacher education for inclusive education were 
investigated, especially with reference to how newly qualified teachers are trained to support 
diverse learners in the classroom. Finally, this chapter provides a brief discussion on the 
various kinds of NDD as stated in the DSM5 (American Psychiatric Association, 2013).  
2.2 Theoretical background  
2.2.1 Defining inclusive education   
The definition of inclusive education is complex, as it could be viewed from various 
perspectives. Inclusive education is so widely used in education that it lacks precise definition 
although it is mostly understood as a process that increases participation of all learners in the 
mainstream classroom (Florian & Black-Hawkins, 2011). Inclusive education is aimed at 
providing a suitable environment for all learners irrespective of their cultural, social, ethnic 
background, disability or ability (Foreman, 2014). 
Florian and Black-Hawkins (2011) are of the view that there is little or no clarity with regards 
to the definition of inclusion, this however contributes to the existing confusion on the 
implementation of inclusive education. In a bid to resolve this confusion, the authors state 
that inclusive education should be a process that supports participation by rejecting exclusion 
from the culture, community, and mainstream school curriculum. These authors note that the 
implementation of inclusive education is determined by the teaching methods and approaches 
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used by teachers to accommodate all learners in the mainstream classroom. The application 
of inclusive teaching strategies is an important aspect of inclusive education (Florian & 
Black-Hawkins, 2011).  
The subject of inclusive education has received several international debates (Lindsay, 2003).  
‘The Education for All’ (EFA) World conference in Jomtien Thailand started in the 1990s 
and it emphasized the need for large number of learners who are marginalised and excluded 
to be granted access to education (Ainscow & César, 2006).  The main aim of this conference 
was to ensure that every child had the minimum of a primary education by the year 2015. It 
also acknowledged that education is a much broader concept than schooling, from early 
childhood to women’s literacy, and recognising the importance of basic literacy as part of 
lifetime learning. In addition, another closely related statement made on inclusion of learners 
in the classroom is the Salamanca Statement (UNESCO, 1994). 92 delegates and 25 
international organisations in the June proclaimed this statement 1994 World Conference on 
Special Education at Spain. The Salamanca Statement, therefore, makes a clear statement 
regarding a learner’s rights and this refers to education and level of learning instead of a 
mechanism (inclusion).  The key statement made at this conference is made up of five 
clauses.  
 The first clause states that all children have the fundamental right to education and 
must be granted equal access to learning. 
 The second clause asserts that every child has a unique ability which may include 
difference in interest, abilities and learning needs.  
 The third clause describes how the education system must design educational learning 
programmes that take full consideration of the diversity of learning needs in the 
classroom.  
 The fourth opines that learners with special needs must be granted equal access to 
mainstream classrooms and must be accommodated using learner-centred teaching 
methodologies that can meet their needs. 
 The fifth clause notes that mainstream school oriented in inclusive education are the 
most operational measure that can be used to eliminate or fight discrimination and 
create a proper inclusive environment for all learners. 
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This statement interprets that all learners must receive quality basic education in inclusive 
schools (UNESCO, 2005). The UNESCO (2005) Guidelines for Inclusion described inclusion 
as a way of responding and addressing diverse needs in all areas of learning through 
adaptation of teaching strategies and approaches to accommodate all learners equally in the 
classroom. According to United Nation Education, Scientific and Cultural Organisation 
(UNESCO, 1994) inclusive education is a consistent support to integrating learners with 
disabilities in mainstream classrooms. This postulates that learners should actively participate 
in the classroom and curricular activities and not just be merely physically present. Inclusion 
is also about accepting and believing that active participation of all learners is the only way to 
learn how to live in a diverse and democratic environment (Sapon-Shevin, 2007; Walon, Nel, 
Muller, Lebeloane, 2014). Ainscow and Miles (2008) noted that participation can be 
increased by doing the following: 
 Reducing exclusion from the curriculum  
 Restructuring cultures, policies, and practices in the school to respond to diversity 
 Focus on active participation of all learners  
 Accepting inclusion as a continuous process 
From a South African point of view, Education White Paper 6 (DoE, 2001) states that 
inclusive education needs to restructure existing structure and teaching methods to meet the 
diverse needs of all learners. One essential way to achieve this goal is to train teachers to 
teach inclusively in mainstream classrooms. However, it is recognised that teaching strategies 
can be influenced by a few factors which must be taken into consideration (DoE, 2001; 
Daniels, 2010): 
 Labelling and negative attitudes to differences  
 Insufficient or inappropriate support services  
 Non-involvement of parents  
 Inadequate implementation of legislation and policies  
 Inadequate communication (e.g. labelling or stereotyping)  
 Inflexible curriculum  
  Inappropriate language of learning and teaching (LOLT)  
  Unsafe environment and inadequately trained teachers and management personnel. 
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2.2.2 Approaches to inclusive education  
Mainstreaming and integration are interrelated concepts used interchangeably within 
inclusive education. EWP6 (DoE, 2001) defines mainstreaming as providing learners with 
additional support to enable them to ‘fit in’ or be integrated into mainstream classroom 
activities. Mainstreaming is used for general education and entails that all learners, including 
those with barriers to learning, are entitled to normal classroom learning. Integration is 
described as the way special or additional support is given to learners in the mainstream 
classrooms without any form of segregation or discriminative traditional approaches such as 
the medical deficit model (Swart & Pettipher, 2011). Integration is also defined as a shift or 
move from individualised needs to the collective needs. This involves elimination of all 
barriers such as social barriers, and providing equal access to all (Rix, 2011).   
Bossaert et al. (2013) emphasises that integration can be summarised as combining 
relationships, social interactions, peer acceptance, social skills, and self-perception of learners 
with barriers to learning. Nel, and Müller (2010) noted that all learners should be included in 
the curricula and cultures of the school. In other words, the school must restructure polices, 
cultures and practices to accommodate the diverse needs of learners in the school. Inclusive 
education integrates values and acknowledges diversity (Nel, 2013; Swart & Pettipher, 2011). 
These beliefs include recognising and accepting everyone for who they are regardless of their 
diverse way of thinking, living, and believing. 
Furthermore, studies reveal that most teachers still view inclusion as a restrictive practice, 
which may not be beneficial to all learners (Thomas & Loxley, 2007; Hansen, 2012). This is 
because teachers believe that learners with barriers to learning require more attention and 
other learners could be neglected in the process. This belief could be as a result of the 
teacher’s inability to successfully integrate all learners in the mainstream classroom or that 
they consider special needs classrooms to more suitable for accommodating these learners 
(Kozleski & Waitoller, 2010). Although teachers lack knowledge and skill to accommodate 
learners with barriers to learning in mainstream classrooms, it is also evident that schools 
often refuse to admit or grant access to some learners (Kormos, & Nijakowska, 2017; 
Fakolade, Adeniyi, & Tella, 2017). It is worthy to note that special education continues to 
play a significant role and irrespective of the efforts made to promote inclusive education, 
there is still some evidence of exclusivity because of the increase in the number of learners 
referred to special schools (Hansen, 2012; Schoeman, 2012). 
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With the concept of inclusive education being gradually understood and clarified, there have 
also been some noteworthy progresses made with regards to the development of inclusive 
education attained both locally and internationally as well (Berlach & Chambers, 2011).  This 
progress includes the various shift in the paradigms from the medical model to the socio-
ecological model. These models will be discussed in detail below.  
2.2.3 The medical deficit model versus the socio-ecological model  
There are currently two influential perceptions on learning disabilities. One focuses on 
inclusion of the child while the other is focused on inclusivity of the entire system (Norwich, 
2002). The medical deficit model and the socio-ecological model are two major models that 
describe the approach to the learners as viewed in the classroom. Despite current efforts to 
question the individual model in favour of the social one, both models have their strength and 
weakness. Not to criticise any model, this study however relies on the socio-ecological model 
as it describes a suitable approach which is beneficial in ensuring that learners with NDD are 
supported and accommodated in the mainstream classroom.  
2.2.3.1 Medical deficit model  
The medical model is focused on treatment and diagnosis of learners, a situation whereby a 
learner is labelled according to a specific category (Ferguson, 2008; Swart & Pettipher, 
2011). Therefore, exclusion is applied during diagnosis and is accompanied by a special 
recommendation of remedial actions that is considered suitable for the learner’s style of 
learning (Gudjonsdottir et al., 2007). This model however results in labelling of learners 
which is currently described and perceived as discriminatory or segregatory. Special 
education can be traced to the medical deficit model which was previously practised in the 
South African education system. It is still practised despite the criticisms worldwide (Swart & 
Pettipher, 2011). McMenamin (2011) notes the continuous existence of special schools and 
argues that special education may continue despite the influx of inclusive policies and 
practices. Most authors opine that special schools may play a vital role in creating an 
inclusive environment (Hodkinson, 2015; O'Higgins, Sebba, & Gardner, 2017). An example 
of this practice is found in the United Kingdom where inclusive practices in mainstream 
classrooms are promoted and strengthened by special schools (Ainscow, 2007) 
South Africa is facing a huge task of providing quality education to all learners with some 
challenges experienced in rendering support services; special schools are still in operation 
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within the educational system (Walton, 2011).  One of the reasons for the continuous practice 
of the medical model as opined by Pasons et al. (2011) is the gap that exists between policy 
and the day to day experiences and challenges of parents with children who experience a 
barrier to learning who are concerned about the educational needs of their children. Parents of 
learners with special needs often prefer special schools because of the availability of 
specialist attention (for example speech therapist, educational psychologists, and 
occupational therapists). There is also an availability of specialised teachers who can apply a 
variety of teaching strategies with the use adequate teaching equipment, class sizes are 
usually small and have a teaching assistant (McMenamin, 2011). These are some of the 
reasons why parents consider enrolling their children in special schools.  
2.2.3.2 Socio-ecological model  
The socio-ecological model forms the bedrock of this study, which is a shift away from the 
medical model. This model acknowledges that there are no limitations in the society and 
system that should hinder a learner from achieving their best learning potential (Nel, 2013; 
Swart & Pettipher, 2011). The socio-ecological model recognises the importance of the 
environment and contextual factors especially in successful human functioning 
(Bronfenbrenner, 1979). This environment includes ideological and cultural contexts, socio-
economic circumstances and the duration of support that can hinder active participation (Nel, 
2013; Soresi. Nota, & Wehmeyer, 2011). In other words, the socioecological model 
understands that the child is a product of different systems and learning could be hindered or 
hampered by factors which are unavoidable. Nel (2013) also opines that these essential 
factors must be highly considered when teaching, supporting, and assessing learners with 
barriers to learning in the classroom. This is needful to provide an inclusive environment 
where all learners are accepted and not rejected or segregated because of their barriers to 
learning. This socio-ecological model contributes to the bedrock of this study as it supports 
providing an inclusive environment for all learners with barriers to learning such as NDD to 
receive support from their teachers and learn effectively in the mainstream classroom. A 
description of the differences between the medical model and the socio-ecological model as 
adopted from (Nel, Nel & Hugo, 2012; Swart & Pettipher, 2011) is presented in Table 2.1 
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Table 2.1: Medical model vs. socio-ecological model (Adapted and modified from; Nel, Nel 
& Hugo 2012; Swart & Pettipher, 2011) 
Medical Model Socio-ecological model  
 Identifying learning weakness 
 Isolates child from daily life 
assessments  
 Inflexible curriculum 
 Does not consider socio-economic 
situations, disease, home language and 
support methods 
 Identify learning strengths  
 Includes the chid in the learning 
environment and community  
 Classroom support is provided 
 Teachers provide additional support 
using teaching styles and strategies 
 Systems are put in place to train 
teachers. 
2.3 Teacher’s attitudes towards inclusive education 
There is a connection between attitudes and willingness when it concerns teaching learners in 
mainstream classrooms (Hind, Larkin, & Dunn, 2018).  One of the core barriers in 
implementing inclusive education is found in the teachers’ attitudes towards the principles of 
inclusion. These attitudes are controlled by different factors such as: the level of learning 
difficulties, the nature of learning disabilities, and their inability to teach and support learners 
with barriers to learning in the mainstream classroom. Most teachers believe that learners 
with behavioural and NDD are difficult to teach, therefore they tend not to exhibit a positive 
attitude towards including these learners in their classroom (Chhabra, Srivastava & 
Srivastava, 2010). 
The practice and concept of inclusive education is still a mystery to educators because they 
still struggle to understand what constitutes an inclusive classroom (Makoelle, 2016). The 
state of inclusive education in South Africa reveals that there is still a misconception by 
educators between inclusion and special needs education (Makoelle, 2012). This 
misconception is a result of the dominated paradigm of exclusion prior to the practice of 
inclusive education in 1994. However, there is still proof that some mainstream schools in the 
state and independent sector have expressed a desire to implement inclusive education by 
accommodating learners who ordinarily are meant to be in a special school (Engelbrecht, 
Oswald & Forlin, 2006). Regardless of the commitment of mainstream schools to 
accommodate learners with barriers to learning, it is also evident that teachers have also 
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displayed negative attitudes towards implementing inclusivity in the classroom (Nel et al. 
2011).  
South African primary school teachers express negative attitudes towards inclusive education 
and this has contributed to hampering the successful implementation of inclusion in the 
school (Bothma, Gravett and Swart, 2000). 
One major problem encountered in the implementation of inclusive education in South Africa 
as noted by Walton (2013) is that learners with barriers to learning who are meant to be 
accommodated in mainstream school often find themselves as guests in the classroom. This 
challenge is a result of the inability of the teacher to provide the needed additional support to 
enable these learners to participate fully in the learning process. Hay, Smith and Pauslen 
(2001) found that majority of the teachers feel unprepared for the implementation of inclusive 
education in their classroom, as they lack adequate knowledge and skill required to 
accommodate learners with barriers to learning. These teachers admitted having only 
ordinary diplomas and degrees in education as their pre-service training programmes failed to 
expose them to the reality of diverse needs of learners in the classroom (Eloff & Kgwete 
2007). 
Some mainstream teachers believe that learners with disability are not their responsibility; 
this idea revealed the fact that most schools still have the medical model dominating their 
learning environment (Angelides, Stylianou, Gibbs, 2006). Another factor which impacts on 
teachers’ attitudes is their former experience with learners with barriers to learning. Those 
who had more frequent contact with people with disabilities have a more positive attitude 
towards inclusion than those who experienced little contact. Many teachers believe the 
implementation of inclusion can only be successful when curriculum and teaching strategies 
used in the class are reviewed and revised (Ghergut, 2010). This reveals that teaching 
methods used by teachers in the class needs to be modified and adjusted to be able to 
accommodate diverse learning needs of learners. 
Current research on the teachers’ attitude towards inclusion by Monico et al. (2018) and 
Hind, Larkin and Dunn (2018) reveals that the teachers have developed slightly better 
attitudes as compared to previous research, however teachers still advocate for the need to be 
intensively trained and skilled to teach and implement inclusive education in the mainstream 
classroom. Having examined the attitudes of teachers towards inclusive education, the next 
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section will discuss how newly qualified teachers are prepared for inclusive education (Pre-
service teachers’ preparation). 
2.4 Teacher education for inclusive education 
2.4.1 Pre-service teacher preparation for inclusive education 
Inclusive education currently no longer entails teaching learners with disabilities rather it 
denotes teaching all learners including those with disabilities (Ainscow & Sandill, 2010). The 
preparation of teachers for inclusive education has received major changes since the 
beginning of democracy in 1994 (Subban & Mahlo, 2017). One of the notable adjustments 
has been the need to prepare and train pre-service teachers to accommodate diverse learning 
needs in the mainstream classroom (Forlin, Loreman, Sharma & Earle, 2009). These learning 
needs include physical impairments, cognitive disorders, behavioural disorders, or a 
comorbidity of several disorders. These learning difficulties require specific skills and 
knowledge to be able to handle them (Wilkin, 2017; Hopkins & Round, 2018). Teacher 
training institutions are currently designing programmes that help prospective teachers 
understand the theoretical and practical advances in teaching and learning (Donohue & 
Borman 2014). The diverse nature of learners in the classroom has compelled teacher training 
programs to design their programmers to produce competent pre-service teachers who can 
meet up with the needs of an inclusive classroom environment (Lancaster & Auhl, 2013).  As 
Mahlo (2011) notes that the teachers are a major resource in the implementation of inclusive 
education in the classroom. Thus, teachers play a significant role in ensuring the 
implementation of inclusive education in the classroom.  
Having established that pre-service teachers need be prepared to teach inclusively, the next 
section will discuss the two major approaches used to educate teachers for inclusive 
education, this will explain the extent to which the curriculum is separated as a stand-alone 
course or integrated into an infused-content alongside other module (Walton & Rusznyak, 
2017).  
2.5 Approaches for teacher education for inclusive education 
2.5.1 Infused-content approach 
Teacher education training programmes are currently remodifying the training curriculum to 
ensure that it adequately prepares the newly qualified teacher to fit into the increasingly 
diverse needs of learners in the mainstream classroom (Banks, 2001). The infused-content is 
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an approach that has been employed in developing programmes to address areas such as 
special education, language, cultural and learning diversity in preparing pre-service teachers 
for inclusive teaching (Serdyukov & Serdyukova, 2003).  
The infused-content approach posits that inclusive education should not be taught as a 
separate course (Forlin, 2010a). The knowledge, skills, and attitude for inclusive education 
should be taught across several courses or as an entire programme (Loreman, 2010; Loreman 
& Earle, 2007). The content infused approach accepts that inclusivity should be a principle 
that enlightens pedagogical practices, and that inclusive education cannot be secluded from 
the practice of teaching (Florian & Graham, 2014; Forlin, 2010b). For example, instead of 
separately having a module for the learning disability needs and barriers to leaning taught 
separately, they are rather infused and addressed in all the relevant modules in the teacher 
training programme. This approach seeks to implant inclusivity into all teacher education 
courses and activities, so that inclusive education does not have a separate identity from 
teaching and learning in the classroom.  
There are also some challenges associated with the infused-content approach of teacher 
training. While the infused approach has the advantage of being conceptually tied to how 
teaching is conveyed to pre-service teachers, it is not likely that it has the conceptual tools for 
implementing the inclusive and exclusive practices they experience in schools (Walton & 
Rusznyak, 2017). Some other challenges associated with the infused approach include 
monitoring, lack of faculty expertise, time management and scheduling limitations (Loreman, 
2010). This explains why most times the infused-content approach does not effectively cater 
for the dynamics of learning needs teachers experience in the mainstream classroom. Infused-
content approach lacks the ability to effectively provide the required concentrated exposure 
and experience in special education, although it can connect or integrate the concept across 
other areas in the teaching programmes (Sands, Duffield, & Parsons, 2007). For example, 
students can learn suitable literacy teaching and support methods that can be applied within 
the context of a literacy, in other words teachers would understand the methods as a natural 
way of teaching rather than it being an added concept. Furthermore, this approach provides a 
“one-shot “information for preparation of teacher to implement inclusive practices in the 
classroom, rather than providing continuous opportunities to revisit and revise the skills, 
knowledge and attitudes required for inclusive education (Webster, & Valeo, 2011). 
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Most authors agree with the value added when teacher training programmes apply the infused 
content approach (Forlin, 2010a; Loreman, 2010; Stayton & McCollum, 2002). Volts (2003) 
suggest applying a collaborative infused-content approach to pre-service teacher preparation, 
this collaborative approach is done by incorporating teaching on knowledge, skills, and 
attitudes throughout the entire programmes. Volts suggest the collaborative approach to be 
effective as it is ‘consistent’ in preparing pre-service for inclusive education throughout the 
entire programme instead of being restricted to a designated period.  
One of the advantages of collaborative infused-content approach is that it provides more 
opportunity to go back to concepts related to inclusive education and learning support, thus 
encouraging building pre-service teachers’ perception to view inclusion as an essential part of 
the school system and not as a separate topic that has to only be considered at a designated 
time. These approaches also require time on the faculty for collaborative preparation and 
planning, professional development, and teaching, rather than just allocating teaching 
contents (Kluth & Straut, 2003; Sands, Duffield & Parsons, 2007). However, Woloshyn, 
Bennett and Berrill (2003) still argue that a structured infused-content approach is required to 
educate pre-service teachers on how to identify, assess support and implement in inclusive 
education in the classroom. The structured infused-content approach was suggested as an 
effective model for educating and cultivating pre-service teachers’ beliefs and perception 
about inclusive education.   
2.5.2 Stand-alone approach 
The second approach to pre-service teacher preparation for inclusive education is the stand-
alone approach. The stand-alone approach is suggested as a different approach to decrease the 
level to which pre-service teachers view the collaboration typically associated within the 
infused- content approach being prepared for inclusive teaching in the classroom (Valentíin, 
2006; Sharma, Forlin, & Loreman, 2008). In contrast to an infused approach, the stand-alone 
module entails that inclusive education is packed into discrete and recognisable courses and 
insulated from other courses in the programme. This approach accepts that there is specialist 
knowledge that belongs to inclusive education, and that this knowledge has a special kind of 
value (Bernstein, 2000).  The stand-alone approach focuses on modules in inclusive 
education such as philosophy and practice, preparing teachers to work with special needs 
learners, in collaboration with colleagues, co-teaching, and positively contributing towards 
learners with disabilities and work integrated learning or school practicum (Wang & Fitch, 
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2010). In this approach, IE is seen as an object of study for pre-service teachers, providing an 
avenue for development of inclusive concepts. Pre-service teachers need to be well-informed 
about the kind of services and resources that parents employ at home. They need to be 
adequately aware of the opinions and beliefs of the cultural groups to which the learner 
belongs to be able to modify interventions that are suitable for their learning culture.  
 In addition, teachers must be well knowledgeable on the strategies and methods required for 
working efficiently with parents of learners with disabilities. As a result of these high 
demands on knowledge acquisition, Hornby (2010) suggests that the stand-alone approach is 
required to intensively prepare pre-service teachers for the diverse learning needs in the 
classroom which requires a high level of expertise, knowledge, skill and training.   
 Courses or modules that stand-alone seem to be most prevalent in teaching inclusive 
education. These courses are either compulsory or elective for pre-service teachers (Rouse, 
2010). The impact of these courses has been found to instil positive attitudes and behaviour in 
pre-service teachers towards inclusive education (Kim, 2011). The implementation of IE as a 
policy and practice began in schools from 2001 in South Africa. Most universities began 
introducing Inclusive Education modules as part of the learning curriculum (Donohue & 
Bornman, 2014). This module included various units in the four-year Bachelor of Education 
degree (B.Ed., Foundation Phase, Intermediate Phase, and Senior Phase). Presently, IE is a 
compulsory module for all pre-service teachers which is taught in an infused-content 
approach. This module focuses on teaching and learning approaches that will assist students 
of various learning profiles including students with disabilities. However, the stand-alone 
approach is set aside for interested students who intend to specialise at the postgraduate level, 
register for the Honours (Inclusive Education), then progress to a master’s degree specialising 
in IE (Subban & Mahlo 2017).  
There is enough evidence from the literature that stand-alone courses in IE have also emerged 
to be a common feature of pre-service teacher education programmes, with much of the 
literature dealing with evaluating the effect of these courses (Forlin & Chambers, 2011; 
Sharma, Simi, & Forlin, 2015; Varcoe & Boyle, 2013). There are also a few limitations 
associated to the stand-alone model. Such as, if a course on inclusive education or teaching 
learners with disabilities is separate from what other pre-service teachers learn elsewhere, it 
could be easily seen as an additional rather than a main part of the daily work of teachers 
(Westbrook & Croft, 2015). 
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2.5.2 Institution based learning and field experience (Teaching practicum)  
Pre-service teachers are trained through institution-based learning (infused-content or stand-
alone approach) and field learning (teaching practicum). The combination of both 
experiences is required because pre-service teachers tend to hold onto the beliefs that they 
had at the beginning of their study, therefore these beliefs needs to be tested in both 
university teaching modules and in teaching practice (Garmon, 2005; Jordan, Schwartz & 
McGhie-Richmond, 2009). Preparing teachers for inclusive teaching in the classroom will 
require both experiences (Theory and practice) to be able to understand the nature and 
demands of a diverse classroom. Both placements in the teacher training programme is 
needful to effectively provide the pre-service teacher with both theoretical and practical 
knowledge of diverse needs in the classroom. A detailed description of the differences 
between the institution based learning and field experience is presented in Table 2.2.  
Institution based learning for inclusive education helps to bridge the gap between theory and 
practice in initial teacher training by encouraging the school’s influence in student learning 
and course content (Sigurdardottir, 2010). The institution provides opportunity for student 
teachers to deepen their learning about practicum as they go back to the same school for work 
integrated learning.  Institution based learning helps to offer more coherent, effective, and 
relevant practice for students. The link between school teachers and university student 
teachers in a learning community is based on mutual interest and trust, which is expected to 
lead to school development, and school reforms, that will promote both schools and the 
teacher education programme (Rouse, 2010). 
Field experiences in diverse, inclusive classrooms have been strongly recommended for 
preparing teachers for inclusive education. Experiential learning has been touted as having 
more impact on the development of pre-service teachers to teach in inclusive settings (Van 
Laarhoven, Munk, Bosma, & Rouse 2007). Field learning exposes teachers to the practicality 
of teaching and managing the classroom. It also exposes pre-service teachers to learners with 
disabilities. This initiative helps to address the inadequacies teachers feel due to not having a 
direct contact with learners with disabilities. During this period, teachers are given the 
opportunity to learn and teach under the supervision of an experienced mentor teacher and 
reflect on better ways to improve on their teaching (Darling-Hammond et al., 2015). 
 In order to provide pre-service teachers with field learning experience in addition to their 
institution-based course or modules learnt, teacher training institutions collaborate with 
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inclusive schools to create a platform for pre-service teachers to develop their inclusive 
identities and acquire a sense of ownership and responsibility for all learners in the school 
(Waitoller & Kozleski, 2010). School placements have a positive impact on pre-service 
teachers as it helps them understand and master the method of responding to diversity in the 
classroom environment. Walton and Rusynak (2014) report that experiencing learners with 
disabilities enhances the awareness of pre-service teachers about the barriers to learning in 
the classroom. In addition, school practicum assists pre-service teachers in attending to 
diverse learning needs in the classroom.  Richards and Clough’s (2004) study on field 
learning reveals that pre-service teachers who had no prior experience with learners with 
barriers to learning found their field learning very beneficial in preparing them for inclusive 
education in the classroom. Teacher training programmes need to provide pre-service 
teachers with greater exposure to learners with disabilities to challenge their views on 
inclusive teaching in the classroom (Lancaster & Bain, 2007). This practical experience 
constitutes to be a significant skill for the pre-service teacher in preparation for inclusive 
teaching and it helps to provide the pre-service teacher with a better idea of how to devise 
support strategies needed for the learning problems associated with their subject area. For 
example, an English teacher who had a first-hand learning experience in an inclusive setting 
will be able to reflect and consider more innovative teaching methods to assist learners with 
dyslexia in the classroom. Loreman (2010b) suggest that pre-service teachers need to be 
placed in environments that are positive towards inclusive education, for them to get the 
maximum experience during the duration of their teaching practice. 
Table 2.2: Difference between the institution-based and field learning. 
Institution based learning Field learning 
 Involves the use of a curriculum  
 Mostly based on theory. 
 Uses a direct teaching and learning 
methods to transfer knowledge.  
 
 
 
 
 
 It is practical in nature 
 Provides first-hand experience with 
learners in the classroom. 
 Does not necessarily make use of the 
curriculum. 
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2.5.4 Pre-service teacher preparation in South Africa 
In South Africa, teacher training institutions that train pre-service teachers currently include 
IE into their training curriculum (Subban & Mahlo, 2017). Training teachers to teach 
inclusively and accommodate diverse barriers to learning is given utmost priority in the 
teacher training programme in South Africa. The teacher training curriculum is designed with 
the South African context taken into consideration- the nature of barriers to learning such as 
large class sizes, schools being under-resourced, and that inclusive education is still in a 
process of implementation rather than it being a reality (Waitoller & Kozleski, 2010). A study 
by Walton and Rusznyak (2017) which provided a critical analysis and discussion on the 
choices made by teacher training institutions in designing inclusive education modules for 
pre-service teachers. Although it was a case study of a particular institution, it also presented 
a detailed analysis of how pre-service teachers in South Africa are educated for inclusive 
education.  
Firstly, with regards to the choice of learning approaches applied in teaching in South Africa, 
Walton and Rusznyak (2017) submits that most institutions opt for a hybrid or combining 
both the infused-content and stand-alone approach, thereby benefiting from the two instead of 
choosing one above the other. The infused-content approach is applied during the first and 
second year of the programme as it is known to be the foundational level of the pre-service 
teacher’s training. At this level, the pre-service teachers start their training in subject 
contents, specific subject pedagogies, and the practice of teaching. This is done to draw their 
attention to the connection that exists between content knowledge and general pedagogy with 
the aim of enabling them to make pedagogic decisions. Furthermore, pre-service teachers at 
the third year of the programme undertake a module called ‘Diversity, pedagogy and 
inclusive education’. This module starts with a general knowledge on diversity in South 
Africa, enabling them to use their sociological lens to understand the various diversities 
which also include race and gender. This is important as pre-service teachers come to 
understand that diversity is also a product of unequal power relations and as a result, 
individuals are not equally treated in the school and society and large. This knowledge 
provides the pre-service teachers with a foundational understanding of the school systems 
from which they can examine and ascertain schools that are inclusive and those who 
indirectly marginalise students.  
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At the final level, inclusive education is introduced to teachers as a conceptually bounded 
study where they learn this concept as a stand-alone module within a period of six weeks 
(Walton & Rusynak, 2017). Pre-service teachers in South Africa are introduced to the 
framework of inclusive pedagogy as suggested by Black-Hawkins and Florian (2012). This 
framework is anchored on three major requirements which are; first, to focus on pre-service 
teacher’s knowledge on Universal Design for Learning (UDL) and differentiated 
assessments. In meeting up with this requirement, Dalton, Mckenzie and Kahonde (2012) 
reported on the need for UDL as a medium to enhance the implementation of inclusive 
education in South Africa.  
The second requirement of this framework entails that pre-service teachers must reject beliefs 
about fixed ability and labelling of learners with barriers to learning. This is addressed as 
teacher training institutions to introduce pre-service teachers to the three models which are, 
medical model, social model and Bronfenbrenner’s bio-ecosystemic model (Bronfenbrenner, 
1979).  The knowledge of these models avails the pre-service teacher the opportunity to 
understand and examine the limitations and strength of each model thereby being able to 
understand each model as well as knowing which model is suitable for the implementation of 
inclusive education. The Bronfenbrenner’s bio-ecosystemic model is prominent in the South 
African literature on inclusive education (Pillay & Terilizzi, 2009). This theory has been 
acknowledged to be relevant and suitable for the implementation of IE in South Africa 
through its relevant contribution to the supports provided for learners with barriers to learning 
in the mainstream classroom.  
The third requirement proposes that the perception of learning difficulties should be 
presented to pre-service teachers as a challenge to better their profession. Rouse (2010) 
describes this requirement as pre-service teachers approaching or understanding learning 
barriers as an avenue to reflect on their teaching practice. This reflection is aimed at enabling 
them to think critically and create better teaching strategies that will help learners with 
barriers to learning in the classroom. This requirement is also addressed by teacher training 
institution as they guide pre-service teachers away from the medical model and beliefs that 
learners with barriers to learning can only be taught and supported in special classrooms. 
Rather, these teachers are trained to apply professional judgement when making pedagogical 
decisions by using inclusive education as a desired approach to barriers to learning.  
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2.6 Newly qualified teacher: Outcomes of pre-service teacher preparation 
for inclusive education  
This section provides an analysis and discussion of the outcome of pre-service teacher 
preparation including approaches in other countries. The aim is to examine the various 
perception, attitude, and experiences of newly qualified teachers in the classroom; this 
analysis therefore provides details on the practical outcome of the teacher training 
programme undertaken by the pre-service teachers. This outcome is also considered needful 
as it will pre-inform the researcher on the experiences of newly qualified teachers in the 
mainstream classroom environment as well as identify the gap in the literature review that 
requires further study  
The early period of teaching can be a challenge for teachers who are newly qualified (NQTs) 
as they are still beginning to adjust to school contexts that may accept or oppose their 
pedagogical approaches acquired during their pre-service preparation program (Clausen, 
2007; Aspfors, & Fransson, 2015). This is the period where teachers are faced with the reality 
of learning barriers in the classroom, and either make a decision to stick to their acquired 
beliefs and opinions or get swallowed into the system that contradicts what they represent 
(Akyeampong, & Lewin, 2002; Struyven, & Vanthournout, 2014). This is considered a very 
sensitive period as most NQTs get frustrated and quit their profession. The NQTs get 
overwhelmed with their working conditions, as Høigaard, Giske, and Sundsli (2012) describe 
this period as a reality shock, as NQTs struggle to meet with the demands of diverse learning 
needs in the classroom.  
There have been various international studies on NQTs which looked at different areas of the 
teacher’s experience with barriers to learning in the classroom. Firstly, a comparative study 
between the Finnish and South African newly qualified teachers reported by Engelbrecht et 
al. (2013) reveals that the Finnish NQTs were less concerned about IE and were very positive 
towards learners with disabilities than their South African colleagues. This could be because 
of cultural and historical differences between the countries, as South Africa is still in the 
process of implementing inclusive education in their school system. Secondly, Finnish NQTs 
also seemed to be more positive than their German colleagues, because of their cultural level 
of exposure in the practice of inclusion.  However, the German NQTs were concerned more 
about the workload than their Finnish colleagues. The NQTs in Spain agreed to the 
philosophy of inclusive education but at the same time did not feel ready and confident to 
teach learners with disabilities (Cardona, 2009). Despite the training acquired on inclusive 
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education, these teachers still did not feel prepared to teach or accommodate learners with 
barriers to learning.  Newly qualified teachers who were placed in special schools had better 
experience on learners with disabilities than those who were in mainstream classrooms 
(Nketsia & Saloviita, 2013).  
Haggarty and Postlethwaite (2012) also identified some deficiencies experienced by NQT 
during their teacher training programme, as most of the programs lacked support and 
guidance especially for teachers who were placed in learners with special needs (LSEN) 
classrooms during school practicum. Teachers were reluctant in accepting learners with 
disabilities, and this attitude was traced to the workload in the classroom (Kuyini & 
Mangope, 2011). The workload includes lesson planning and administrative duties as well as 
other extra-curricular involvements and meeting deadlines. The newly qualified teachers in 
Australia were more concerned with learners who had neurodevelopmental disorders in the 
classroom. Especially learners who struggled with specific learning disorders such as reading, 
writing and mathematical calculations. These stresses were a result of insufficient knowledge 
and experience with learners with NDD (Devlin & McKay, 2016).  These NQTs felt less 
confident in handling learners with NDD because of the attention and time required to cater 
for the needs of these learners. 
Hodkinson (2006) argues that the first year of employment has the potentiality to negatively 
affect the NQT’s interest and support for inclusivity. Hodkinson also suggests that NQTs will 
have to be placed in schools with inclusive ethos, with serving teachers who have a strong 
view towards all learners being included in the classroom. The study agrees that NQTs still 
remain positive towards inclusive education despite their positive and negative experiences 
with barriers to learning in the classroom.  
Having reviewed the literature on the studies on newly qualified teachers from authors such 
as, Mac Mahon, Grádaigh, and Ghuidhir, (2018) who investigated how effective they were 
with the use of technology in the classroom and that of Høigaard, Giske, and Sundsli, (2012) 
that explored their overall experience with regards to job satisfaction and intention to quit. 
These studies however only discussed the overall experience of the newly qualified teachers 
and how they use technology in the classroom, there was no attention provided to explore 
how teachers teach and support barriers to learning that are common to the mainstream 
classroom.  
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Furthermore, I observed during my literature review that there is also a scarce availability of 
South African literature focusing on NQTs. Apart from a few studies like that of Samuel and 
Stephen (2000) which examined the development of NQT’s identity and roles in the 
classroom, and another which explored the career plans of NQTs and availability of jobs, 
most studies done in the South African literature has focused majorly on pre-service teacher 
preparation and their attitudes, sentiments and self-efficacy towards the implementation of 
inclusive education (for example Savolairen, Engelbrecht & Nel, 2012; Oswald & Swart, 
2011; Walton & Ruzynyak, 2017). This appears to be an identified gap in the literature and 
hence this study seeks to add to the existing literature by focusing on how newly qualified 
teachers accommodate and support learners with NDD. The next section of this study will 
discuss the various NDDs as stated in the DSM5.  
2.7 Neurodevelopmental disorders  
2.7.1 Definition of Neurodevelopmental Disorders 
NDD are a group of conditions that manifest in the developmental period and co-occur in 
individual with autism spectrum disorder, attention deficit hyperactive disorder, specific 
learning disorder, intellectual disability, communication disorders and motor disorders as 
depicted by Figure 2.1 (APA, 2013). Swedo et al. (2012) submits that NDD are associated 
with the functioning of the brain and children with NDD experience challenges with language 
behaviour, memory, learning or other neurological functions. Studies conducted by the 
American Child and Environment (2013) reports that learners between the ages of 3 to 17 
years are affected with NDDs such as ADHD, specific learning disorder, autism spectrum 
disorder and seizures. The findings of this study show that the most prevalent NDD in the 
mainstream classroom is ADHD and Specific learning disorder (SLD) are the most prevalent 
in the classroom. The study also notes that children with NDD appear more in the classroom 
and exam rooms as they battle more with behavioural and learning disorders. However, in 
comparison to the research published in the 1990s, the prevalence of NDD has increased by 
17% (Christensen et al., 2016).  
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Figure 2.1: Kinds of neurodevelopmental disorders (Adapted from; APA,2013) 
Craig et al. (2016) described NDD as a group of conditions that occurs at the beginning of a 
child’s developmental period before transition into grade school. This onset period is 
characterised by developmental deficits that produce impairments of personal, social, 
academic or occupational functioning. Goldstein and Reynolds (2010) agrees that NDD is a 
précised genetic or acquired biological brain disorder or condition that is responsible for 
childhood-onset brain dysfunction. Children with NDD experience challenges in memory, 
behaviour, speech and motor skills (Bailey et al., 2016). Teaching a learner diagnosed with 
NDD is challenging as it requires adequate attention and care until the learner attains a good 
level of independence. Christensen et al. (2016) notes that the level of impairment of a 
learner diagnosed with NDD may differ depending on the type of diagnosis. The level of 
diagnosis could either be mild, severe, moderate or profound dis orders. Learners who attend 
the mainstream schools are mostly found with the mild and moderate disorders as those 
learners with severe and profound are given special attention in special schools. Bennett, 
Farrington, and Huesmann (2005) argues that the level of stress experienced in teaching a 
learner with NDD may be high depending on the level of functionality and severity 
associated with the learner and caring or supporting a learner with NDD could be difficult 
especially when the learner is diagnosed to have other complex health challenges (Almogbel, 
Goyal, & Sansgiry, 2017). This challenge demands maximum concentration from the teacher 
in ensuring that such learners receive maximum support and assistance in the classroom.  
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Ewen and Shapiro (2005) opine that children with NDD may exhibit failure to learn at an 
expected rate as they often “mask” disorder of attention or learning. NDD has a significant 
impact on a child’s life and this effect tends to overshadow the clues that help in detecting the 
disorder of attention or learning. These authors suggest that the most prevalent NDD is 
specific learning disorder as it is recognised to affect the learner’s academic performance 
especially in reading, writing, mathematics, or language. Bailey et al. (2016) agrees that 
specific learning disorder is undiagnosed, and it reduces the academic performance of 
learners with NDD. NDD manifests in behaviours such as inattention or failure to learn at 
expected or required rates unlike other children. Other manifestations may include slow 
progress in academic performance, longer time needed for homework or assignments and 
behavioural disturbances (Homberg et al., 2016). 
2.7.2 Prevalence of Neurodevelopmental disorders 
Research conducted by Rathi and Francis (2009) in India indicates that there is an increase in 
the number of learners with NDD attending mainstream classrooms. About 85% of the 
children living with NDD come from the middle incomes home and attend public schools. 
The study also reported intellectual disability and autism spectrum disorder to be the most 
prevalent in the public schools and that teachers struggle to accommodate these NDD 
learners in the classroom. A similar study conducted on NDD in a mainstream school in 
Sweden revealed that autism spectrum disorders (ASD) is the most prevalent NDD in 
children and adolescents. It also found that children with ADHD or ASD experience more 
additional neurological disorders (Idring et al., 2014; Wang, 2016). Learners with NDD 
especially ADHD and autism spectrum disorder tend to dislike school activities, attributed to 
the inability of the educator to provide adequate attention to learners with these NDDs.  
Beckman, Janson, and Kobyletzki (2016) suggests that learners with NDD are surrounded by 
many risk factors in the school environment, social network, and leisure time compared to 
their peers without NDD. Therefore, adequate support is highly needed from the teachers to 
effectively accommodate and ensure they are coping in the school system. Wang (2016) 
claims that the most common NDDs in Taiwan are autism spectrum disorder, ADHD, 
Asperger syndrome and cerebral palsy. There has been an increase in the population of 
children and adolescents with NDD rising from 1.3% in the 1990s to nearly 3% today. This 
implies that there is a rise in the population of learners with NDD in the classroom and 
educators need to step up in their responsibility to effectively to provide adequate support to 
these learners in the classroom.  
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Further studies conducted on NDD in Norwegian children claims that NDD and neurological 
disorders vary widely in the classroom and there is an uncertainty about how these individual 
disorders overlap (Suren et al., 2012). The findings of their study also report autism spectrum 
disorder; ADHD and epilepsy are the most common NDDs and seem to be most common in 
male children. Robison-Shelton and Malow (2016) maintains that sleep disturbances are 
prevalent in learners with NDD compared to other children without NDD. Approximately 
25% of pre-school aged learners are challenged with sleep problems that result in sleep onset 
delay and awakenings. NDD sleep disturbance manifests in down syndrome, and autism 
spectrum disorder. 
2.7.3 Causes of Neurodevelopmental disorder 
Research carried out by the Huntedon Developmental Centre claims that the causes of NDD 
are in three categories, namely 43% unknown, 23% genetic causes 35% acquired causes. 
Genetic causes include metabolic syndromes, structural disorders i.e. tuberous sclerosis and 
chromosomal abnormality (Down syndrome). Acquired causes can be subdivided into 
prenatal (congenital rubella syndrome). Perinatal (traumatic) brain injury from birth and 
postnatal disorder (Lerner, & Pollack, 2015). 
Swedo et al. (2012) agree that genetics can also play a major role in the cause of NDD. NDD 
may arise as a result of a combination of genetic, biological, psychosocial and environment 
risk factors. Almogbel, Goyal, & Sansgiry (2017) also suggested that a broad range of 
environmental risk factors that could contribute to NDD includes maternal use of alcohol, 
tobacco or illicit drugs during pregnancy, preterm weight, low birth weight, physical 
environment and prenatal or childhood exposure to certain environmental contaminants. 
Study et al. (2015) maintain that NDD could be caused by a medical condition which could 
be genetic, post infectious or post traumatic and these are all associated with medical 
conditions. Ewen and Shapiro (2005) also propose that some NDDs such as attention span of 
learning frequently manifests with emotional symptoms such as anxiety or apathy that 
prevent the child from attending or from learning appropriately. Disorders of attention or 
learning may not be recognised at all, as some children manifest anxiety by smiling and not 
agreeing to perform a task. 
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2.8 Kinds of neurodevelopmental disorders 
2.8.1 Autism spectrum disorder 
Autism spectrum disorder is an NDD that involves problems with communication and social 
dealings (Enticott et al., 2013). Learners with ASD often experience behavioural problems. 
They are also known to struggle with little emotional interest, failing to begin or even 
respond to social communication. This NDD also manifests its shortfalls in non-verbal 
communicative behaviours used for social interaction, which could be poorly integrated 
verbal and non-verbal communication irregularities in eye contact, body language and use of 
gestures (Cassidy, 2011).  
Ezzamel and Bond (2016) states that the number of learners with ASD attending mainstream 
schools is increasing in many countries. In England for instance, there are nearly 71 percent 
of learners diagnosed with ASD attending mainstream public schools and there is often an 
assumption that many learners with ASD are academically able to manage in mainstream 
schools (Hubert et al., 2007; Moores-Abdool, 2010). Although, they may survive 
academically their social challenges can still lead to difficulties in making and sustaining 
relationships. Peer discrimination is known to be a major drawback for learners with ASD 
and this challenge has been associated with anxiety, depression and isolation in children with 
ASD (Storch et al., 2012). Notwithstanding the challenges of developing social relationships, 
many children with ASD still desire to have friends (Kasari, Locke, Gulsrud, & Rotheram-
Fuller, 2011). 
Raina et al., (2017) agrees that ASD is a spectrum of disorders that is categorised by 
persistent deficiencies in social interaction and communication, exhibiting stereotyped 
behaviour, and very limited interests. These authors also believe that ASD has been the focus 
of debate in current years, and there has been an increase in the report of its prevalence. The 
reports on the prevalence of ASD have shown estimates ranging from 0.07% to 1.8%. This 
study also indicates a profound increase in the prevalence of ASD. This reported increase in 
prevalence can be attributed to the public awareness of ASD globally. 
2.8.1.1 Diagnostic features of autism spectrum disorder 
A diagnosis of ASD is made when there are symptoms of deficiencies in communicating and 
responding to social interaction with the existence of constrained repetitive and stereotyped 
forms of interests prior to the age of 3 years. When autistic symptoms are present with no 
significant general delay in language and cognitive development, a diagnosis of Asperger 
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disorder is made (Matson, & Nebel-Schwalm, 2007). This is controversial and there is 
significant deliberation as to whether children with Asperger disorder, who have regular 
language milestones should be included as a subgroup separate from high-functioning 
children with autism, who already have a recorded history of late language development. 
Learners with ASD often struggle with relating to their peers. Most often they experience 
challenges with language and communication (Charman, & Baird, 2002). These learners do 
not completely follow the school curriculum, as they are known for being difficult and 
stereotypic. Teachers who accommodate learners with ASD are sensitive and known to 
always maintain eye contact while teaching. 
2.8.1.2 Prevalence of autism spectrum disorder 
The prevalence of ASD is known to manifest more often in males than females, with a ratio 
of 4:1 male-to-female. This stated prevalence rates of ASD and its related disorders have 
increased worldwide in the past years ranging from roughly 4 in every 10 000 to 6 in every 
1000 children (Kim et al., 2011). ASD among other NDD is the most transmissible 
developmental disorders. Siblings of children with autism are known to be fifty times higher 
in risk of ASD than the general population, and identical twins show a 60–90% concordance 
when compared to 0–5% in fraternal twins (Veenstra-VanderWeele, & Cook, 2004). Parents 
are concerned about such risk factors, which have resulted in vaccines, mercury, viruses, 
allergens, and gastric inflammation (Gargaro et al., 2011; Szatmari, 2003). There is still no 
indication of any environmental pathogen. Therefore, it is likely that environmental factors 
act by interrelating with genetic liabilities. Thus, genetically sensitive strategies may be 
required to separate probable environmental triggers to ASD (Frith, & Happé, 2005). 
2.8.2 Attention Deficit Hyperactivity Disorder (ADHD) 
ADHD can be defined as a persistent pattern of inattention and or hyperactivity-impulsivity 
that interferes with functioning or development (Dalsgaard, 2013).  Attention Deficit and 
Hyperactivity Disorder (ADHD) is an NDD that causes learners to have trouble to focus on 
something without being distracted, as well as illustrating more impulsive and restless 
behavior (Frank-Briggs, 2011). ADHD has often been associated as a disorder indicative of 
negative environmental factors, such as a poor upbringing and an unbalanced, unhealthy diet. 
However, recent evidence suggests that ADHD may also be a genetic neurodevelopmental 
disorder. A recent study, which analysed DNA from 336 children who had ADHD and DNA 
from 1,047 children who did not have the condition and the latter, were thus used as controls. 
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The results of this analysis suggest that people with ADHD were more likely to have 
segments of duplicated DNA (Nordqvist & Oreland, 2010), and that there was a biological 
overlap between ADHD and autism. 
2.8.2.1 Manifestation of ADHD 
Children with ADHD usually fail to pay close attention to details or make careless mistakes 
when doing school activities. They also encounter difficulty in sustaining attention in tasks or 
play activities; this includes struggling to remain focused during classroom lessons, 
conversations and lengthy reading. Learners with ADHD don’t seem to listen when spoken to 
directly. They often have their mind elsewhere, even in the absence of any obvious 
distraction. Learners with ADHD hardly follow through on instructions and fail to finish 
schoolwork. They can start tasks, but quickly lose focus (APA, 2013). ADHD learners also 
have challenges with organizing tasks and activities. This include difficulty in managing 
sequential tasks, keeping material and belongings in order. They are poor in time 
management and most times fail to meet deadlines. 
Waschbusch and King (2014) notes that among other symptoms learners with ADHD often 
fidget or tap hands or feet or squirm in their seat. They will mostly leave their seat in 
situations when they are expected to remain in their seat. They are known to always run about 
or behave in a situation which is regarded as inappropriate. In the classroom, they are usually 
not able to play or engage in leisure activities quietly. Learners with ADHD are talkative and 
are always very quick to talk before a question is asked or in most cases they complete other 
learner’s sentences while they are talking (Waschbusch & King, 2014). They also struggle to 
wait for their turn and often interrupt or intrude on people’s conversation. Inattention 
manifests behaviourally in learners with ADHD as- wandering off tasks, lacking persistence, 
having difficulty sustaining focus, and being disorganised and is not due to defiance or lack 
of comprehension (Biederman et al., 2002). Hyperactivity refers to excessive fidgeting, 
tapping or talkativeness. Impulsivity denotes exhibiting hasty actions that occur in the 
moment without forethought and that has a high potential to harm another individual. 
Impulsive behaviours may manifest as social insensitivity and/or making important decisions 
without necessarily considering the long-term consequence.  
To be certain about the presence of ADHD in a learner, it is imperative that is diagnosed 
correctly, especially as ADHD cannot be determined through physical testing such as blood 
or urine samples, or even a brain scan (Sibley et al., 2012). A specialist who could be a 
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psychiatrist, a psychologist or a paediatrician should carry out ADHD diagnosis. This is done 
over a period when the child’s behaviour patterns at home and in school are under thorough 
observations. ADHD can be managed by using medications such as Strattera in combination 
with a healthy lifestyle (Preston, Fennell, & Bussing, 2005). This includes regular exercise to 
increase concentration levels, as well as a healthy diet (which is low in sugar). Furthermore, 
learners with ADHD can also attend behavioural therapy to help build better social 
relationships with peers. Most often educators need to observe a learner’s behaviour over a 
length of time before calling in parents or requesting a referral to a psychologist / psychiatrist 
for diagnosis.  
ADHD occurs in approximately 5% of children and about 2.5% of adults. ADHD is found to 
be more frequent in males than in females. Females are more likely than males to present 
primarily with inattentive features (APA, 2013). ADHD is most often identified during basic 
school years, and inattention becomes more noticeable and impairing. This disorder is 
relatively stable during early adolescence. However, some individuals have exacerbated 
symptoms with development of antisocial behaviours. In most individuals with ADHD, 
symptoms of motoric hyperactivity become less obvious as they grow into adolescence and 
adulthood while problems with restlessness, inattention, poor planning and impulsivity may 
persevere. In preschool, the core manifestation is hyperactivity. Inattention becomes more 
visible during elementary school. ADHD is also associated with smoking during pregnancy, 
some of this association also reflects common genetic risk. Factors such as very low birth 
weight (less than 1500 grams) convey a two-three-fold risk for ADHD, but not all children 
with low birth weight develop ADHD. Exposures to environmental toxicants have been 
correlated with subsequent ADHD, but it is not known whether these associations are casual 
(APA, 2013). 
2.8.3 Specific Learning Disorder (SLD) 
Specific learning disorder is a neurodevelopmental disorder with a biological origin that 
causes abnormalities at a cognitive level related to behavioural signs of the disorder. The 
biological origin comprises of an interaction of genetic, epigenetic and environmental factors, 
which affect the brain’s ability to identify or process verbal or nonverbal information 
proficiently and accurately. One of the essential features of specific learning disorder is 
insistent difficulties in learning academic skills at the beginning years of formal schooling 
(APA, 2013). 
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Specific learning disorder is not a result of lack of instruction or inattention, it is a product of 
key skills that may be impacted which include reading of single words, reading 
comprehension, writing, spelling, and mathematical calculation. Difficulties in these skills 
may also cause problems in learning other academic subjects, such as history, natural science 
and life orientation (Gabbard, 2014). SLD, if not properly attended to can lead to problems 
throughout a person’s life. These problems may include poor academic performance, low 
self-esteem, increased dropout rates and poor overall mental health, as well a higher chance 
of unemployment/under-employment (Vullutino, Fletcher, Snowing & Scanlon, 2004). 
Specific Learning Disorders include dyslexia (problems with accurate and fluent word 
recognition), dyscalculia (problems processing numerical information), dysphasia/aphasia 
(speech and language disorders) and dysgraphia (disability in physical writing) (Riddick, 
2012).  
2.8.3.1 Symptoms of specific learning disorder 
The most visible symptom of SLD include inaccurate and effortful word reading (reads single 
words incorrectly and doubtfully, frequently guesstimates words and has difficulty sounding 
out words). Learners with SLD experience difficulty in understanding the meaning of what is 
read, they may read text correctly, but not comprehend the sequence relationships, inferences 
or exact meanings of what is read (Richardson, & Puri 2002; Nuttall & Nuttall, 2013). They 
also encounter challenges with spelling, this includes adding or omitting substitute vowels or 
consonants. Struggling with written expression such as multiple grammatical or punctuation 
errors within sentences, poor paragraph organisation and written ideas which lacks clarity. In 
addition, mastering numbers, and number calculation is also a challenge for learners with 
SLD. They usually have a poor understanding of numbers as they struggle to compare the 
magnitude and relationships. They rely on counting on fingers to add single digit numbers 
instead of recalling the math facts others do (APA, 2013). The affected academic skills are 
significantly and quantifiably below the expectation for the individual’s chronological age 
and causes significant interference with academic performance and activities of daily living.  
2.8.3.2 Diagnostic Features 
In order to be diagnosed with a specific learning disorder, a person must encounter 
difficulties in at least one of the following areas. The symptoms must be consistent for at 
least six months regardless of support strategies (APA, 2013). 
43 
 
1. Difficulty in reading (e.g., inaccurate, slow and only with ample effort) 
2. Difficulty in understanding what is read. 
3. Difficulty with spelling words 
4. Difficulty with written expression (e.g., problems with grammar, punctuation or 
organisation) 
5. Difficulty mastering number concepts, number facts or calculation 
6. Difficulty with mathematical articulation (e.g., applying math concepts) 
Specific learning disorders (SLD) are not classified as intellectual disabilities. There is 
significant diagnostic feature why learning difficulties are considered “specific”. They are 
called specific learning disorders because it affects the learning in individuals who exhibit 
normal levels of intellectual functioning (IQ of 70 and greater). 
 The learning difficulty cannot be attributed to more general external factors, such as 
economic or environmental disadvantage, chronic absenteeism, or lack of education as 
typically provided in the individuals community context. The learning difficulty is also not 
related to a neurological (e.g. paediatric stroke) or motor disorders or to vision or hearing 
disorders, which are often associated with problems with learning academic skills but are 
distinguishable by presence of neurological signs (Kavale, 2005). Finally, the learning 
difficulty may be restricted to one academic skill or domain (e.g. reading single, retrieving or 
calculating number facts (APA, 2013). Specific learning disorder can only be diagnosed after 
formal education starts but can be diagnosed at any point afterward in children, adolescents 
or adults, providing there is evidence of onset during the years of formal schooling.  
2.8.3.3 Prevalence and manifestations of specific learning disorder 
The prevalence of specific learning disorder across the academic domains of reading, writing, 
and mathematics is 5%-15% among school-age learners across diverse languages and 
cultures. Prevalence in adults is unknown but appears to be approximately 4 % (APA, 2013).  
The ability to recognise and diagnose SLD usually occurs during the basic school years when 
children are required to learn to read, write and learn mathematics. Manifestations may also 
be behavioural (unwillingness to engage in learning and oppositional behaviour). Specific 
learning disorder is life long, but the course and clinical expression are variable, in part 
depending on the interactions among the task demands of the environment, the range and 
severity of the individuals learning difficulties, the individuals learning abilities, comorbidity 
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and the available support systems and intervention (Moll et al., 2014; Schatshneider & 
Torgesen, 2004). 
Changes in manifestation of symptoms occur with age, an individual may have an insistent or 
shifting array of learning difficulties across his/her lifespan. Specific learning disorder in 
elementary school age children typically manifests as obvious difficulty learning letter-sound 
correspondence, fluent word decoding, spelling, or math facts, reading aloud is sluggish and 
incorrect, and some children struggle to understand the magnitude that a spoken or written 
number represents (Elksnin, & Elksnin, 2004).   
2.8.4 Intellectual disorders  
Intellectual disability is a neurodevelopmental disorder with onset during the developmental 
stage. This includes both intellectual and adaptive functioning deficits in conceptual, social 
and practical domains. Deficits in intellectual functions, such as reasoning, problem solving, 
planning, abstract thinking, judgment, and academic learning (APA, 2013). Deficits in 
adaptive functioning results in failure to meet with the developmental and socio-cultural 
standards for personal independence and social responsibility (Emerson, 2003). The absence 
of support leads to adaptive deficits limiting the functioning in one or more activities of daily 
living. These functions include communication, social involvement, and reliant living across 
multiple environments, such as home, school, work and community. 
The beginning of intellectual and adaptive deficits during the developmental stage manifest in 
school age children and adults. They experience visible difficulties in applying academic 
skills, which involves reading, writing, mathematical calculations, time management, or 
money, needing support in one or more of these areas to meet up with the age required 
expectation (Dekker, & Koot, 2003).  The individual with intellectual disability is immature 
in social interactions, for instance, there may be challenges in correctly perceiving peer’s 
social cues (Matson & Shoemaker, 2009). The method of communication, conversation and 
language are more concrete or immature than expected for age. The individual may function 
age appropriately in providing personal care, however, may still need support with very 
complex tasks in day-to-day living (grocery shopping or transportation). 
2.8.4.1 Diagnostic Features 
The essential features of intellectual disability manifest in delay in general mental abilities 
(reasoning, strategizing, problem solving and planning) and deficiency in every day adaptive 
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functioning in comparison to an individual’s age, gender and socio-culturally matched peers 
(Dekker, & Koot, 2003). Intellectual disability is a heterogeneous condition with multiple 
causes there may be associated difficulties with social judgment, assessment of risk, self-
management of behaviour, emotions or interpersonal relationships, or motivation in school or 
work environments. Lack of communication skills may result in disruptive and aggressive 
behaviour and acceptance is often a feature involving gullibility in social situations and a 
tendency for being easily led or coerced by others (APA, 2013).   
2.8.4.2 Prevalence and Manifestation 
Intellectual Disability has an overall general population prevalence of approximately 1% and 
prevalence rates vary by age. Onset of intellectual disability is clearly visible at the 
developmental period. The age and characteristic features at onset depend on the aetiology 
and severity of brain dysfunction. The delay in motor, language and social markers may be 
recognizable within the first two years of life of those with severe disability. While mild 
levels may not be detectable until school age when difficulty in academic learning becomes 
more identifiable. Intellectual disability is associated with a genetic syndrome. However, 
there may be characteristics in physical appearance as in the case of Down syndrome (APA, 
2013).   
2.8.5 Motor disorders  
Motor disorders can be described as an NDD that is associated with deficits in acquiring and 
executing coordinated motor skills. The ability to coordinate these skills is substantially 
below the individual’s chronological age. This disorder usually manifests as clumsiness 
(usually dropping and stumbling on objects) and sluggishness in performing or applying 
motor skills. This includes difficulty in being able to grab an object, use a scissor, 
handwriting, ride a bicycle, or engage in sport activities. Deficiency in motor skills impact 
visibly on the daily activities in various aspects of the individual’s daily activities and it 
impacts on academic productivity, personal care and maintenance as well as, prevocational 
and vocational activity (Foulder-Hughes & Cooke, 2003). 
2.8.5.1 Diagnosis and manifestation of motor disorders 
The diagnosis of the motor disorders is made by a clinical synthesis of the individual’s 
history, which includes developmental and medical aspects. It also includes physical 
examination, report from school educational psychologist and individual psychometric 
assessment. The manifestation of impairments in motor skills varies with the age (Rinehart et 
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al., 2006). At childhood age, children may be delayed in achieving milestones which include 
sitting, crawling, or walking even though they may achieve typical coordination milestones. 
They may also experience a delay in developing basic skills such as discerning stairs, 
buttoning shirt, completing puzzles and using zippers. Although motor skill may be achieved, 
executing movement may still appear awkward or slow compared to other peers. Older 
children may display reduced speed or accuracy in various motor aspects of their living 
which involves playing field games, driving, typing on a computer and achieving personal 
care (APA, 2013).   
Motor disorders can be diagnosed only if the impairment interferes with the day to day 
performance in the family, community or school experience. Such activities may include 
eating with the correct utensils without spilling, dressing up, participating in physical games, 
using classroom stationeries and participating in various learning activities at school. 
Diagnosis will also take place if there is sluggishness in executing this various development 
coordination skills. The symptoms of motor disorders become identifiable at the early 
developmental stage of the child. However, there is no diagnosis until after 5 years as there is 
a consideration that delays and instabilities may occur in developmental coordination in the 
first few years of birth. This is because some children can catch up or the causes of the delay 
in motor skills may not be fully manifested (Becher, 2002).These are consequences of motor 
disorders of developmental coordination disorders include low participation in sports and 
play activities, emotional or behavioural challenges, and poor academic performance and 
reduced physical activity which may lead to obesity (Ming, Brimacombe, & Wagner, 2007). 
2.9.1 Communication disorders 
 Communication disorder is an NDD that is associated with deficiency in communication, 
which may include verbal and non-verbal behavioural challenges that negatively affect the 
attitudes and expression of an individual (APA, 2013). The term communication disorders 
include various kinds of problems involving language, speech, and hearing. Communication 
disorders also manifest in problems with language and speech coordination. Speech refers to 
an expressive manufacturing of sounds which involves an individual’s expression in voice 
and resonance quality. Language can be described as the use of conventional systems of 
symbols that represents spoken words or sign language in a well- presented manner of 
communication (Plante, & Beeson, 2012). Proper considerations of an individual’s cultural 
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and language context must be taken into consideration before assessment of communication 
disorders is carried out.  
The category of diagnosis for communication disorders includes language disorder, speech or 
sound disorder, childhood-onset disorder (stuttering), social communication disorder and 
specified or on specified disorder (Wing et al., 2002). A child’s communication can be 
delayed when the child is identifiably behind his or her peers in acquiring skills in speech and 
language. Sometimes a child may have a good receptive or cognitive understanding but find 
it difficult in expressing it in words (speaking) language skills. Although, this is not always 
the case (Dewey & Tupper, 2004). Speech and language disorders are associated with 
problems in communication and other areas related to the oral motor function of the child.  
These problems range from trying to make sound replacements to not being able to 
comprehend or use language accurately. Some causes of speech and language disorders 
revolve around hearing loss, neurological disorders, brain injury, mental retardation, drug 
abuse, physical impairments such as cleft lip or palate, and vocal abuse or misuse. However, 
the cause of speech and language disorders remains unknown (Bishop, & Norbury, 2008). 
2.9.1.1 Diagnosis and Manifestation of communication disorders 
(Language) 
The main diagnostic feature of language disorders includes deficiency in acquiring and 
applying language skills. This is a result of the inability to understand and construct a 
complete sentence (APA, 2013). These deficits are easily identified in oral and written 
communication or sign language. Language disorder usually affects the learner’s ability to 
effectively make use of vocabulary and grammar. The learner’s first words are usually 
delayed with small vocabulary size, short construction of sentences with major grammatical 
errors especially in the use of past tense. Learners with language disorders also encounter 
challenges with remembering new words and they also struggle with adhering to lengthy 
instruction (memorising a long shopping list or a phone digit). Such learners also find it 
difficult to provide accurate information about the core events happening in their personal life 
(Wing et al., 2002). 
In diagnosing language disorders, considerations must be made based on the learner’s history 
comprising of observation across various contexts such as home or school work. Standardised 
test of language ability can also be used to determine the severity. Learners with language 
disorders always appear to be shy and very resistant to communication. They may only freely 
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communicate with close family members, friends or relatives that they are comfortable with. 
Notwithstanding, less social interactions are indicators of language disorders. However, if 
they are notable and consistent a complete language assessment is required. Language 
disorders begin at the early childhood development stage (Bishop, & Norbury, 2008). 
Language disorders are usually noticeable from during the early period of development. 
There is also accommodation for early vocabulary development and word composure. 
However, by the age of 4, there is an identifiable individual difference as language ability 
becomes stabilised with accurate vocal expressions (Wing et al., 2002). The diagnosis of 
language is likely to be consistent over time and may persist into adulthood even though the 
language expressions are bound to change over time. Language disorder is an impairment in 
the ability to understand and/or use words in context, both verbally and nonverbally. Some 
characteristics of language disorders include improper use of words and their meanings, 
inability to express ideas, inappropriate grammatical patterns, reduced vocabulary, and 
inability to follow directions. One or a combination of these characteristics may occur in 
children who are affected by language learning disabilities or developmental language delay 
(Bishop, & Norbury, 2008). Children may hear or see a word but not be able to understand its 
meaning. They may have trouble getting others to understand what they are trying to 
communicate. 
There is a prevalence of three to five percent of learners diagnosed with a language disorder, 
although it is found more in male than female learners. There may be a genetic and/or 
environmental factor associated to the cause, as it is most rampant in families with a trace of 
the disorder (Hegde, & Maul, 2006). Language disorder is associated with phonological 
disorder which causes mistakes in producing sounds. This involves substituting one sound for 
another or leaving out the final consonants. Learners with language disorders may substitute 
an easily pronounced letter for a harder one which may be difficult to articulate. For instance, 
pronouncing “wabbit” as rabbit.  Words that begin with two consonants may be pronounced 
leaving one consonant out. Like saying “poon” instead of “spoon”. Blue may be called “bu” 
(Kohnert, 2013). There is so far, no accurate study on the prevalence of language disorder. 
Nevertheless, there is estimation that ten percent of learners within the age of eight and five 
percent of learners above that age are diagnosed with language disorder. Furthermore, males 
are two to three times more likely to exhibit symptoms of language disorder than are females. 
In addition, there is a larger percentage of learners from low-income families diagnosed with 
these disorders (APA, 2013). 
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2.9.1.2 Diagnosis and Manifestation of communication disorders (Speech) 
Speech disorders are a part of communication disorders that hampers an individual’s ability 
to clearly articulate phonemes. The production of a speech sound requires the use of 
phonological understanding of speech sounds and capacity to coordinate the drive of 
articulators such as the tongue, lips and jaw together with breathing and vocalisation of 
speech. Learners with speech disorders encounter difficulties with speech production 
(Nicolosi, Harryman, & Kresheck, 2004). They basically struggle with phonological 
knowledge and understanding of speech sounds or the coordination of speech movement in 
various desired degrees. The two major factors associated with speech disorders are 
phonological and articulation disorders. The diagnosis of speech disorders is done when there 
is a delay in a child’s speech production and it not synonymous with his/her expected age and 
level of development and is not associated to any neurological or hearing problem.  
At age 4, a child’s overall speech is expected to be comprehensible, whereas 50% of the 
children already produce clear speech at the age of 2. Learners with speech disorders struggle 
with the simplifying phonological process at the age when their peers are already clearly 
pronouncing words. They also encounter a consistent difficulty in communicating with their 
peers or teachers in the classroom. This causes a limitation in their social and academic 
participation in the school environment (Hegde, & Maul, 2006).  
Speech disorders denote difficulties in speech or sounds production which also affects the 
quality of voice. They may be categorised by a disruption in the movement or flow of speech. 
This includes problems such as stuttering, which is also called dysfluency (Swineford et al., 
2014). The resource centre’s responsibility is to provide adequate support in curriculum, 
assessment and instructions to the neighbouring schools which may also include workshops 
for teachers on how to address and support learners with barriers to learning.  In the South 
African context, some basic support structures must be put in place for learning support to be 
effectively rendered to learners with barriers to learning. 
Chapter Summary  
In this chapter, topics on inclusive education, pre-service teacher education as well as newly 
qualified teachers being the outcome of pre-service teacher preparation, and the 
neurodevelopmental disorders were discussed. Most studies on newly qualified teachers such 
as Akyeampong and Lewin (2002) only compared and investigated their general experience 
with regards to their professional development. However, the aforementioned studies did not 
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provide information on any specific kind of disabilities in the classroom and how these 
teachers accommodate and support learners in the classroom, bearing in mind that the newly 
qualified teachers encounter various barriers to learning ranging from physical impairments, 
visual, auditory and other kinds of cognitive disabilities. Therefore, this study provided a 
perspective to fill this gap in literature by exploring how newly qualified teachers 
accommodate and support learners with NDD in a mainstream classroom. The next chapter 
provides a theoretical framework for the study and various support strategies that can be used 
for learners with NDD in the classroom. 
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  Chapter three 
Theoretical framework and support strategies for neurodevelopmental 
disorders 
 3.1 Introduction 
This chapter provides a detailed description of the theoretical framework for this study, 
providing a precise understanding of how the research question of the study will be answered 
from a theoretical point of view; teacher interventions and support methods for learners with 
NDD are also be discussed. 
 3.2 Theoretical framework  
Theory is defined as ideas, assumptions and concepts that inform us about the world, people 
or aspects of reality and offers a framework, to understand and interpret experiences with 
suggestions for courses of action (Swart & Pettipher, 2005). Theoretical background is 
important in understanding aspects of learning and contributes towards our understanding of 
how newly qualified teachers employ the use of support strategies in accommodating and 
supporting learners with NDD in the mainstream classroom.  Knowledge of these facets 
allows us to understand the needs of learners, to develop strategies to attend to these needs, 
and manage differences (Pentimonti & Justice, 2010).  In this chapter, activity theoretical 
framework was proposed for understanding and exploring how newly qualified teachers 
accommodate learners with NDD in the mainstream classroom. To achieve this, I will explain 
my understanding of the tenets of activity theory, discuss the potential of the activity theory 
to enable me to understand the process of teaching and supporting learners with NDD and 
discuss the importance of the relevance of the theory to enhance their teaching.  
3.3 Activity theory as a theoretical framework 
Activity theory (AT) was developed by Leont’ev in 1978 during the 20th century in Russia 
(Former Soviet Union). This theory, over the past 20 years has been developed and integrated 
into the Lev Vygotsky’s theory that is known as Cultural-Historical Activity Theory (CHAT) 
which is an attempt to combine the Leont’ev and Lev Vygotsky’s theories together 
(Grossman, Smagorinsky, & Valencia, 1999). Notwithstanding the integration of both 
theories, most authors still prefer to apply the activity theory to their studies because of its 
originality in understanding concepts of teaching and learning in the classroom.   
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Activity theory develops a theoretical tool that understands the activities in a system. Activity 
theory has the capability of joining the different research findings because of its focus on 
teaching and learning environment, it focuses on the settings in which the concepts of 
teaching and learning develops (Yamagata-Lynch, 2003).  
Activity theory is founded on the school of thought that a teacher’s framework for thinking is 
developed through solving problems in a setting where social structure has been developed 
through historical, culturally grounded action (Engeström, 2014). AT is also useful in 
understanding the process of learning and beginning to teach, especially in illuminating how 
teachers select pedagogical tools to achieve effective teaching and learning in the classroom. 
The framework also focuses on the predominant value system and policies (for example, IE) 
that characterise the environment of teaching and learning (Engeström, Lompscher, & 
Rückriem, 2016). Another central concern of activity theory is that it strives to understand the 
kind of practices that motivate a teacher’s classroom activity as well as the tools or methods 
used to mediate learning in the classroom. Activity theory can explain and provide meaning 
on how teachers make progress in their profession through the application of certain policies 
and principles in teaching and learning (Larsen et al., 2017).  This theory provides an account 
of how teachers think, act and apply their knowledge to practise in their teaching career.  
This study was informed by an activity theory perspective as reported by Grossman, 
Smagorinsky, & Valencia (1999); Wertsch, (1985), and it aimed to fill the gap identified in 
existing literature by exploring how 10 newly qualified teachers accommodate and support 
learners with NDD in mainstream classrooms. This can further add to the existing body of 
knowledge of teaching methods, and support strategies that could be applied in teaching 
learners with NDD in mainstream classrooms, as the newly qualified teachers share their 
knowledge and practical experience on the support strategies they found applicable and 
helpful for learners with NDD in the classroom. 
The application of activity theory in this study provides a clear explanation of how teachers 
provide support for learners with barriers to learning such as NDD in their classroom 
(Mwalongo, 2016). This study conducted through an activity theory as a theoretical 
framework focused on how newly qualified teachers support and accommodate learners with 
NDD in mainstream classrooms.  
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The sample in this study, comprised of newly qualified teachers who just concluded their 
teaching qualification and are currently teaching in mainstream classroom. The activity 
theory gave attention to the ways in which teachers set goals and achieve them in the 
classroom. There are concepts in the activity theory that explain the activity setting of 
teachers and how they teach. The next discussion will focus on how the concepts from 
activity theory frame my understanding of how newly qualified teachers accommodate and 
support learners with NDD in the mainstream classroom.  
3.4 Concepts in an Activity Theory Framework: Implication for the study 
The use of activity theory framework requires the explanation of major concepts of activity 
settings such as activity setting, tools, and appropriation. Wertsch (1985) acknowledges these 
three concepts as part of the central points of his theory. These three major concepts, as will 
illustrated in the figure below in detail.  
 
 
 
 
 
 
 
 
 
 
 
Figure 3.1 shows the activity theory process for this study. 
3.4.1 Activity setting  
Activity setting is described as a context that mediates the development of consciousness. 
This refers to settings where learning and development of knowledge is achieved (Sarason, 
1972; Longhurst, Jones, & Campbell, 2017). Grossman, Smagorinsky and Valencia (1999) 
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described the activity setting of newly qualified teachers as a context where teachers learn or 
are prepared to teach. Yuan (2017) as well as Grossman et al. (2000) noted that the activity 
setting of the newly qualified teachers in their study is the social context in which learners 
participate and receive the knowledge appropriated by an educator or a mediator. In a bid to 
explore how newly qualified teachers support learners with NDD, it is imperative to 
understand the activity systems which guides, support and limit their efforts in providing 
support in the classroom. In this study, the activity setting is referred to as a context where 
teachers learn how to teach as proposed by Grossman, Smagorinsky and Valencia (1999) and 
as the classroom setting where pedagogical tools are appropriated as reported by Yuan 
(2017). In this study, the activity setting is considered because it helped me understand the 
settings which informed the newly qualified teachers’ knowledge in providing support in 
addition to the classroom setting in which the support is provided. 
Sarason (1972) notes that an activity setting entails two or more people coming together over 
a specified period to achieve a common goal. On the other hand, Wertsch (1985) is concerned 
more about the practices in the activity setting to produce a new action and way of thinking 
as a result of the activities experienced and acquired. In the activity setting, learning is 
achieved through mediation of some specific tools, and participants over a period are 
expected to generate an agreement of the use and application of these tools in their own 
personal context (Longhurst, Jones, & Campbell, 2017).  The newly qualified teacher’s 
activity setting is the teacher training institution where they spend a period learning how to 
use these pedagogical tools (theories and practice) to achieve a common goal in their 
profession. For example, The Bachelor of Education or PGCE qualification in the education 
programme can be referred to as an activity setting for newly qualified teacher who were 
previously pre-service teachers.  
The aim of the activity setting is to enable the pre-service teacher to acquire tools to aid their 
experience in the context of teaching and learning in the classroom. The activity theory states 
that teacher education is comprised of a distinct activity-based setting which involves course 
work and specific lessons that make up the training curriculum including teaching practice, 
observation, and supervision. Each of these activities has its own major contributions in 
training and preparing teachers to fit into the classroom environment. Activity theory also 
describes how participants in the activity setting begin to adopt and acquire knowledge and 
skill to solve problems in a setting (Engeström, 2001). The knowledge, training and skills 
acquired from the activity setting are being referred to as tools. The next section will provide 
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a detailed understanding of what these tools are and how they are important to the newly 
qualified teachers using the AT framework.  
3.4.2 Tools: Conceptual and practical tools  
To understand how newly qualified teachers, support learners with NDD using an activity 
theory, there is a need to identify and discuss the tools that guide their practice and provision 
of support in the mainstream classroom. There are two major pedagogical tools that inform 
the practice of teachers in the activity theory; Grossman, Smagorinsky and Valencia (1999) 
describe these tools as the conceptual and practical tools.  
The conceptual tools refer to the policies, principles and ideologies that the teachers acquire 
in the activity setting. These may also include broad theories such as the Bronfenbrenner’s 
theory or theoretical principles like scaffolding, zone of proximal development and mediated 
learning that could serve as a guide in the learning curriculum (Smagorinsky, 2017). A good 
explanation of a conceptual tool refers to how teacher training institutions in South Africa use 
the infused-content approach and stand-alone model to teach and prepare pre-service teachers 
to implement inclusive education by accommodating diverse learners with barriers to 
learning in the classroom. The conceptual tools also refer to knowledge gotten from the 
classroom through direct teaching by a mediator (lecturer) in an activity setting. Grossman, 
Smagorinsky and Valencia (1999) consider the conceptual tools mandatory for new teachers 
as it helps to shape and develop their beliefs and opinions towards teaching and learning.  
The practical tools are also mandatory in preparing pre-service teachers for teaching in the 
classroom. The practical tools involve practices, experiences, and work integrated learning 
that are not necessarily conceptual, but also serves as an additional learning opportunity for 
mediated learning in an activity setting (Zurita, & Nussbaum, 2007). The practical tool 
provides the participant an opportunity to have a practical experience and application of 
concepts that are being taught using the conceptual tool. Participants who learn through the 
application of both the conceptual and practical tool are known to have a good understanding 
of the implication of the knowledge acquired, and it also informs their understanding and 
reflection on how to make better decisions (Leko & Brownell, 2011). Newly qualified 
teachers also experience the practical tools as it forms part of their learning requirements in 
the teacher training programme. These tools are considered relevant because it provides them 
with the opportunity to practically teach learners in the classroom, experience the process of 
planning lessons, teaching, and supporting learners in the classroom During the period of 
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practical teaching and learning experience, pre-service teachers gain a practical 
understanding of their teaching career as newly qualified teachers as they develop the 
required skill and training needed to teach effectively in the classroom. 
3.4.3 Appropriation  
Having discussed the activity setting which is the environment or context in which 
conceptual and practical tools are acquired, the next major concept of the theory called 
appropriation is used to understand how participants who acquired various tools (conceptual 
and practical) in the activity setting appropriate these tools in the classroom, in other words 
how they teach and support learners in the classroom. AT provides a useful framework for 
exploring how newly qualified teachers understand and appropriate both conceptual (e.g., 
teaching approaches and support strategies) and practical tools (e.g., teaching resources and 
lesson plans) in their mainstream classroom as they support and accommodate learners with 
NDD (Grossman et al., 2000). Appropriation forms the bedrock of this study, as it provides a 
clear understanding of how newly qualified teachers accommodate and support learners with 
NDD in the classroom. Appropriation is described as the process through which participants 
apply the pedagogical tools acquired in an activity setting for a use (for example using visual 
aids to teach a science related subject).  
The process of appropriation only happens through well socially formulated, goal oriented, 
and tool mediated actions (Wertsch, 1991; Dang, 2013).  In other words, for appropriation to 
take place there must be a set goal as well as tools to help in mediating the learning process. 
In appropriation, the learners must be actively informed and involved in the process to 
achieve any set goal in the learning environment (Yuan, 2017). Through appropriation, 
learners connect with the knowledge received, enabling them to internalise and apply it to 
their real-life experience.  
In my study, appropriation was used to understand the support strategies used by newly 
qualified teachers in supporting and accommodating learners with NDD in the mainstream 
classroom. This is imperative as teachers who do not appropriate learning tools may become 
unsuccessful with achieving any set goal in their teaching and learning in the classroom. 
Smagorinsky (2017) notes that learners may reject appropriation if concepts are difficult to 
comprehend or the methods are not focused on the learner’s ability.  Teachers 
accommodating learners with barriers to learning such as NDD must ensure that 
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appropriation during lessons or class activity are learner-centred to avoid rejection or an 
unachieved goal.   
An example, Grossman, Smagorinsky and Valencia (1999) describes cooperative learning 
and peer learning as a suitable appropriation that can be effective for learners with barriers to 
learning in the classroom, as it encourages an active participation of all learners working 
together to understand a concept while the other requires learning through a peer process. The 
activity theory states that teachers who have a good understanding of the tools acquired in an 
activity setting will achieve a good level of appropriation in the classroom. 
 3.5 Potential benefits of activity theory to the study  
AT is a theoretical framework and not a methodology (Jonassen & Rohrer-Murphy, 1999) 
that is used to analyse human practices in a specified context. The activity or ‘what people 
are doing’ is reflected in the actions of individuals as they interact with their environment.  
The AT is a theoretical framework that understands human practices and illuminates the 
relationship between the subject and object as mediated using a tool (Zurita, & Nussbaum, 
2007). AT can be used to analyse social and cultural practices within a context to provide a 
description of what individuals do (Mwanza, 2001). AT is a theoretical framework for 
examining human practices as developmental processes with both individual and social levels 
interlinked at the same time. This framework uses ‘activity’ as the basic unit for 
understanding human practices in a given context. 
The activity theory is focused on socially mediated development in humans, and it also 
provides a suitable framework for studying and understanding teacher education and how 
teachers teach in the classroom (Asghar, 2013). Activity theory provided an in-depth 
understanding on how newly qualified teachers accommodate and support learners with NDD 
in the classroom. It highlights the importance of how different activity setting and tools 
acquired during professional development can enhance the quality of teaching in the 
classroom. From this theory, I understand the relevance of pre-service training to the 
profession of a teacher, as this programme helps in shaping the beliefs and values of the 
teacher in the classroom.  
The activity theory also enlightened my understanding on the importance of appropriation, 
noting that appropriation describes how teachers apply the knowledge they have acquired 
from the teacher training programmes in their classrooms (Yuan, 2017). Furthermore, it 
described how appropriation of tools that are learner-centred can result in effective teaching 
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and learning in the classroom. I was therefore informed by the activity theory, to explore how 
newly qualified teachers appropriate pedagogical tools for learners with NDD in the 
mainstream classroom. This focused my attention on the need to use learner-centred methods 
to teach in the classroom.  
The activity theory also provides a rich theoretical basis to appreciate the relevance of a pre-
service teacher training programme, as the teacher training institution seems not to be well 
acknowledged or seen as an important factor in the teaching profession (Smagorinsky, 2017).  
The activity theory elaborates on the importance of the activity setting which is the training 
environment as well as the pedagogical tools acquired during the designated period of 
learning. The activity theory however notes that these two factors play an essential role in 
determining the quality of appropriation provided in the classroom. It enabled me to 
understand the importance of conceptual and practical tools in terms of it being a requirement 
for effective appropriation in the classroom. Grossman, Smagorinsky and Valencia (1999) 
opines that the activity theory assists researchers to explore and investigate how teachers 
have appropriated the pedagogical tools acquired from their training with regards to how it 
frames their actions and way of teaching in the classroom setting. Having established a 
suitable theoretical framework for the study, the next section will discuss various intervention 
or rather appropriation that could help support learners with NDD in the mainstream 
classroom.  
Studies on appropriation enhanced my understanding on how educators adopt and apply 
conceptual and practical tools gained through professional learning in the classroom 
(Grossman, Smagorinsky, and Valencia 1999; Hardy 2013; Park-Rogers et al. 2010). 
Therefore, the inclusion of appropriation is beneficial in framing the understanding of the 
teacher’s practice in the classroom. For the purpose of this study, appropriation is defined as 
a process where an educator adopts, modifies and applies pedagogical tools in promoting 
teaching and learning for learners with NDD within the context of a mainstream classroom 
(Grossman, Smagorinsky, and Valencia 1999; Newman, Griffin, and Cole 1989; Wertsch 
1991). A typical example of appropriation could include a teacher using a direct teaching 
approach or learner-centred approach to engage learners in the classroom. 
3.6 Support strategies for learners with neurodevelopmental disorders 
Learning support can be described as the various activities that increase the ability of a school 
to respond to diverse learning needs in the classroom (Popescu, 2014). Support does not only 
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involve the special needs teacher’s ability to provide remedial support for special needs 
learners, it also requires a change of school culture, policies and practices in ensuring that all 
learners achieve good academic performance (Couzens et al., 2015).  
Learning support recognises the ability of learners to grow at their own pace into a level of 
being independent or learning by themselves. This can only be possible when various support 
strategies and learning styles are used to help the learners establish good learning abilities. 
Support strategies can be described as a combination of all activities that increases the 
capacity of a school to attend to the diverse needs of learners. Support represents a group of 
colleagues who are willing to assist learners having barriers to learning in the classroom 
(Harkes, Brown, & Horsburgh, 2014). Hence, the aim of support strategies is to ensure that 
all learners receive support to enable them to learn effectively in the classroom. There is also 
an emphasis of DoE to train teachers to support all learners to meet the full range of learning 
needs. A supportive classroom is that which accepts and accommodates learners with 
additional support needs regardless of whatever barriers to learning they may be 
experiencing. Insufficient provision of support services in the classroom always leads to the 
disadvantage of the learners in the classroom (Engelbrecht, Nel, Nel, & Tlale, 2015).  
Support strategies sets a foundation on which the implementation of inclusive education can 
be given due expression, which is done by ensuring that learners with barriers to learning 
receive required support to enable them to learn effectively with their peers in the classroom. 
Learners with barriers to learning need some level of support to enable them to learn 
effectively and participate actively with their peers in the classroom (Walton, 2011). For 
learners to learn inclusively, the teachers have a responsibility to ensure that all learner learn 
together alongside their classmates. An inclusive school provides educational structures, 
support strategies and teaching methodologies that will meet the learning needs of learners 
experiencing barriers to learning to have equal access to knowledge in the classroom 
(Ainscow, 2000). There are three levels of support for learners in the classroom as outlined 
by the Screening, Identification, Assessment, and Support (SIAS) (DoE, 2014). These 
supports are namely low-level support, moderate level support and high-level support. 
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Figure 3.2: Various level of support given to learners with barriers to learning as designed by the 
DoE. 
 Low level support: Provision of any specialist intervention from other teachers 
within the school or surrounding schools, Institution Level Support Team (ILST) or 
from the school’s network stake- holders. 
 Moderate level support: Transversal teams based at circuits and /or district level will 
monitor and support the implementation of inclusive education through support 
groups, meetings, telephonic consultations and site visits.  
 High level of support: Access to a range of support specialists required on a daily or 
weekly basis and to be available fulltime on site. According to Landsberg, Kruger and 
Nel (2005), learners who need a high level of support are usually found in special 
schools or resource centres where they are given specialised attention and support, 
while learners in mainstream schools are provided with low or moderate level support 
to help them learn effectively in the classroom.  
According to SIAS (DoE, 2014), providing support to all learners in the classroom is the 
most appropriate way of promoting equal learning in the classroom. Support can be made 
available through the application of various teaching approaches in ensuring that learners 
with barriers to learning receive required support to learn effectively irrespective of their 
learning barriers. There are two major teaching approaches that are mainly used in the 
classroom. From an activity theoretical framework, appropriation, which is the use of 
pedagogical tools to provide support and assistance for learners in the classroom, can either 
apply the teacher centred approach, the learner-centred approach or a combination of both 
approaches (Yuan, 2017). 
3.7 Teaching approaches 
A teaching approach is described as a method applied by a teacher in the classroom. The two 
different approaches to teaching and transferring knowledge to learners are done through 
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deductive teaching and inductive teaching. These approaches are considered useful when 
applied to teaching and learning. Both are regarded as useful in their application and are 
explained below as stated by (Blumberg, 2009; Motloung, 2011).  
 Teacher-centred which is also referred to as deductive teaching is described as an 
approach that involves the teacher’s explanation of concepts while learners listen, and 
practice as directed, this practice is noted to as paying limited attention to active 
participation of learners in the classroom and could be very effective for motivated or 
fast learners. Teachers often prefer this method because it is seen to be suitable for 
quick teaching especially in overcrowded classrooms and the teacher is known to 
have a good control over the learning process in the classroom.  
 Learner-centred approach also described as inductive learning or inquiry learning is a 
learner-centred approach that provide learners with opportunities to be actively 
engaged and fully participate in the learning process. This process allows learners to 
take note of what is instructed by the teacher and personally apply it to their own task. 
In this approach, the teacher sets the learning outcome but plays a lesser role in 
determining how learners learn in the classroom, and there is a minimal application of 
direct teaching.   
The two teaching approaches (teacher-centred and learner-centred) are different in various 
ways, depending on how they are applied in accordance to what the teacher aims to achieve 
from the learning outcomes (Killen, 2006). The difference is visible in how learning is 
mediated in the classroom to ensure that learners learn effectively. Blumberg (2009) notes 
that there are both positive and negative sides of these approaches, however learners can 
benefit from a combination of both methods. Killen (2006) notes that none of these 
approaches is better or more preferred than the other in all circumstances; teachers are rather 
encouraged to apply a variety of teaching strategies and make the right decision about when 
one is likely to be more effective than the other. In teaching and supporting learners with 
barriers to learning such as NDD, a combination and careful choice of the teaching strategy is 
required in ensuring that learners receive the required support for effective learning.  
The next section will discuss the various teaching approaches that can be used for learners 
with barriers to learning in the classroom. A study into these approaches also provided the 
researcher an opportunity to understand the different teaching or support strategies that can 
be used in the classroom for learners with barriers to learning such as NDD.  
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3.7.1 Teacher-centred approaches  
Teacher-centred approach focuses on the teacher’s ability to deliver the lesson while learners 
listen, and collaboration is not encouraged during class activities, as learners are expected to 
work on their own. The classroom is managed in an orderly manner keeping the teacher in 
control of the activities (Gerstner, & Bogner, 2010). This approach also makes the learners 
independent as they can learn on their own following the instruction provided by the teacher. 
Teacher-centered approach entails learning environments which places the teacher in control 
over the content that learners learn as well as the way they learn for example, the teacher 
determines where, when, how and at what pace they learn (Nakabugo, & Siebörger, 2001). In 
lessons considered as teacher-centered, the teacher is seen to be more active by doing most of 
the talking, demonstrating, reading and instructing while learners sit back to listen, copy 
notes and provide little or no answers to the questions asked by the teacher while completing 
an assignment or a class activity. The teacher in this context is known to control the process 
of learning while the learner remains a participant.  
Schweisfurth (2011) opines that the teacher centred approach works better in overcrowded 
classes where teachers do not have enough space to engage in various learning activities. The 
negative aspect of this approach is that it hampers effective communication in the classroom 
and provides limited opportunities for learners to express themselves and ask questions 
(Gerstner, & Bogner, 2010). The teacher centred approach is focused on delivering the 
content to learners rather than focusing on how learners receive what is being delivered 
(Brown, 2003). The learner’s capacity or ability to learn is considered secondary, as more 
attention is focused on the teacher’s delivery of the content. The teacher centered approach 
may not be suitable for learners with NDD such as autism spectrum disorder and cognitive 
difficulties because it may hinder their ability to function in a full capacity (Hosokawa, 
2018). Notwithstanding, some teacher centered methods such as direct instruction has been 
reviewed and re-structured to accommodate the needs of learners with disabilities such as 
NDD. This method will be discussed in detail below.  
3.7.1.1 Direct instruction  
Maccini and Gagnon (2005) opines that the best way to provide access for learners with 
disabilities to the curriculum is by using empirically validated teaching approaches to provide 
maximum opportunities for effective learning. One of the group of learners that may 
challenge the implementation of the educational policies in the classroom are learners with 
NDD such as specific learning disorder (Gagnon & McLaughlin, 2004). This is particularly 
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experienced amongst learners who experience difficulties in reading, writing, spelling and 
attempting basic mathematical calculations in the mainstream classroom. In addressing this 
challenge, Maccini and Gagnon (2005) notes that a direct instructional approach is beneficial 
teaching learners with NDD such as specific learning disorders in a mainstream classroom. 
The direct instructional approach is a method of teaching that focuses on what to teach (the 
curriculum design) and how to teach (teaching strategies). Maccini and Gagnon (2005) 
suggested this as an effective method in which direct instruction can be applied in the 
mainstream classroom to ensure that learners with disability receive equal access to 
participate in the learning process.  
The six stages of direct instruction will be discussed below. 
 Review: This stage of direct instruction requires that each lesson begins with a review 
of the previous lessons, assignments or class activities. The review process serves as 
an informal assessment in determining learner’s knowledge on the previous lesson, by 
so doing the teacher can determine if reteaching the content is necessary before 
introducing a new concept. 
 Presentation: The second stage entails the general techniques used in presenting, 
introducing and delivering a new concept in a clear and understandable manner. This 
instructional delivery must comprise of the following.  
a) An overview of the lesson,  
b) Teaching new skills at a fast rate to maintain learner’s interest and reduce 
confusion. 
c) Demonstration of procedures or examples using clear and simple language. 
d) Checking learner’s understanding using question and answer, providing 
repeated explanations and demonstration if required.  
e) Using a variety of examples to achieve a mastery level of understanding. 
 Guided practice: The teacher guided practice involves teacher supervision and 
guidance while learners perform a given class activity. This stage provides learners 
with an opportunity to learn independently on their own, while the teacher provides 
feedback and response to questions. 
 Correction and feedback: At this stage, the teacher is expected to provide 
corrections and feedback to reduce learner errors. 
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 Weekly and monthly reviews: These reviews are necessary for ensuring 
maintenance of skill, this also helps to determine if reteaching is needed. It is 
necessary for teachers to conduct monthly reviews to assess the pace of instruction.  
3.7.2 Learner-centred approaches  
The learner-centred approach allows the use of different teaching methods that encourages 
learner participation and active engagement in the classroom. Teachers who apply the 
learner-centred approach to teaching are mostly influenced by the constructivism 
(Schweisfurth, 2015). Learner-centred approaches are encouraged in inclusive education as it 
creates opportunity for equal learner participation when deciding and planning what is to be 
learnt and how the content is delivered to learners (Monyai, 2006). The teacher ensures that 
there is a connection between the learner’s prior knowledge and the new knowledge.  
Teachers provide opportunities for learners to apply their own knowledge using multisensory 
experience. 
Learning is aided using experiments that facilitate creative thinking, and the teacher uses 
open-ended questions that encourage active participation. The teacher acts as mediator and a 
guide to help learners move from one level of learning to another (Warin, Kolski, & Sagar, 
2011). In this process, learners are allowed to share their ideas with others (Monyai, 2006). 
Learner-centred approaches focus on active learner participation, this encourages learners to 
be responsible for their learning, by so doing their motivation and confidence is increased 
(Blumberg, 2008). 
The teaching strategies for the lesson are planned with strategies that support active learner 
participation such as investigation, field excursion, project and presentations (Nieman, 2006). 
Learners are active and engaged because of the level of communication and collaboration that 
is practiced in the learner-centred approach. For instance, in South Africa the learner-centred 
approach can be used facilitate discussions about different cultures, beliefs and values. The 
only negative aspect to this approach is that it could lead to noisy and disruptive classrooms 
(Monyai, 2006), and teachers may find it difficult to control and manage learners while they 
work on different stages of their class activities (Blumberg, 2009; Schweisfurth, 2015; 
Vavrus, Thomas, & Barlett, 2011).  
A learner-centred teaching approach that is activity based is significant in constructivist 
theory as knowledge is not passively construed. Meaning is actively constructed in 
individuals’ lives by social and cultural interactions. Learning can therefore not merely be 
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passively passed on but always needs to be reconstructed anew (Donald, Lazarus, & 
Lolwana, 2010). Although sometimes learning can be passive as the teacher explains or 
demonstrates a concept, a connection with learners still needs to be made to ensure that the 
work is understood by ensuring that learners become actively involved (Nel, Nel, & Hugo, 
2012).  
Vygotsky promulgated that mediation is the process that assists a child to construct 
knowledge from cognitive tools such as planning, problem-solving and reasoning with 
guidance from another person, such as a teacher, to facilitate the process. In Vygotsky’s zone 
of proximal development (ZPD) a process of cognitive mediation takes place and refers to the 
crucial moment where something may not be clearly understood by the child, but the 
potential of learning exists and is stimulated by means of proximal interaction with another 
person (Donald, Lazarus, & Lolwana, 2010). Learning and the construction of knowledge are 
therefore facilitated through social experiences and collaboration between the teacher and 
learners on an interpersonal level (Nel et al., 2012). Collaborative learning skills are regarded 
as an integral part of social constructivism (Warin, Kolski, Sagar, 2011). This suggests that 
the classroom environment needs to stimulate communication among learners as well as 
between educator and learners.  
Cooperative learning and class wide peer tutoring are the most researched learner-centred 
approaches that could be used to support learners with NDD such as SLD, ADHD and mild 
intellectual disabilities (Bowman-Perrott, Mahadevan, & Etchells, 2016). Most researchers 
agree to the efficacy of cooperative learning and class wide peer tutoring as an effective 
learner-centred approach that can be used to accommodate and support learners with barrier 
to learning (Kamps, Barbetta, Leonard, & Delquadri, 1994; Greenwood, Arreaga-Mayer, 
Utley, Gavin, & Terry, 2001; Bowman-Perrott, Mahadevan, & Etchells, 2016; Opitz, Grob, 
Wittich, Häsel-Weide, & Nührenbörger, 2018). These authors assert that cooperative learning 
and class wide peer tutoring can be effectively combined or used separately to achieve active 
participation and engagement of learners with barriers to learning in the classroom, as it is 
proven to support inclusion, active participation and interaction of learners with barriers to 
learning the classroom.  The next section in this chapter will discuss cooperative learning and 
class wide peer tutoring as well as how it supports learners with barriers to learning in the 
classroom.  
66 
 
3.4.2.1 Cooperative learning  
Cooperative learning is referred to as a small group learning together. It is an instructional 
strategy in which a small group of learners work together on a common task in the classroom 
(Johnson, Johnson, & Smith, 2014). Roger and David Johnson in the USA first pioneered 
cooperative learning in the 1970’s. It is a practice that it is highly beneficial to learners in the 
classroom because it encourages learners to feel responsible for their own learning and 
promotes group effort. The five basic elements of cooperative learning include positive 
interdependence, individual accountability, face-to-face interaction, social skills and group 
processing (Landsberg, 2011).  Positive interdependence is the understanding that peers 
influence their own learning by depending on others for support. Individual accountability 
holds that peers cannot take from each other without contributing; this aspect of cooperative 
learning provides opportunity for learners to understand that they are accountable to each 
other. Face to face is the interaction that goes on in the group while social skills and group 
processing can be referred to as the skills learnt in relating to one another (Grosser, 2014). By 
using cooperative learning in the classroom learners support one another and become 
accountable for contributing their own to part in ensuring that the group achieves their 
common goal.  
Cooperative learning as a tool for learning and promoting inclusion in the classroom can be 
used to enhance learning and accommodate diversity in the school environment, for example 
watching a video or summarising a note helps learners to work in pairs allowing them to 
share their ideas with one another and ensure that they all have necessary information. It is a 
tool that enables all learners of varying levels of ability to learn within a small group by using 
a variety of learning activities to improve their understanding of a topic or a subject. 
Cooperative learning ensures that each member of the group works together through a given 
assignment until all participants understand and contribute to the success of the task (Slavin, 
2014). Slavin highlights that cooperative learning helps learners to work collaboratively learn 
fast and more efficiently, have greater retention and feel more positive about the learning 
experience. McCornell (2014) agrees that cooperative learning may be used to teach specific 
content to ensure cognitive processing information during lessons and provide a long-term 
support and assistance for academic progress. The aim of cooperative learning in the 
classroom is to make each member of the group a stronger individual in his/her own right, 
when learners have the social capabilities of participating in a cooperative learning activity, 
learners are bound to achieve academic success. 
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Florian and Linklater (2010) submits that cooperative learning is part of the principles of 
school organisation and classroom practices that should be followed as it enables learners in 
the classroom to work together rather than separately. Florian states that cooperative learning 
provides peer support to learners in the classroom as it involves various learners coming 
together in a group to learn together regardless of their differences. Cooperative learning 
allows opportunities for all learners, regardless of their differences or barriers to achieve 
success within the learning environment (Killen, 2008).  Lev Vygosky the founder of social 
constructivism asserts that social interactions are an integral and vital aspect of teaching and 
learning and should be evident in all educational learning experience. This connotes that 
group interactions amongst learners is a crucial way of establishing meaningful learning in 
the classroom to enhance better understanding. 
There are two types of cooperative learning which include the formal and informal 
cooperative learning. The formal cooperative learning consists of learners working together 
for just one class period to several weeks in order to achieve shared learning goals and 
complete jointly specific tasks and assignments while the informal cooperative learning 
involves learners working together to achieve a joint learning goal temporarily, which could 
be classified as an adhoc group that is formed from few minutes to one class period. It can 
also be referred to as a once off learning group. The teachers use the informal cooperative 
learning to keep learners active and well engaged for the period of the lesson. This also 
enables them to share their ideas and opinions with fellow learners in the classroom (Johnson, 
& Johnson, 2009). 
3.4.2.2 Cooperative learning and Inclusive education  
Black-Hawkins, Florian, and Rouse (2008) agrees that in ensuring education for all in the 
classroom cooperative learning supports learners in making choices about what they want to 
learn, as well as how they work together to support each other’s learning by engaging all 
members in the group to actively participate and learn through collaboration. 
Cooperative learning eliminates discrimination and labelling of learners 
 Florian and Linklater (2010) highlights that cooperative learning promotes inclusion in the 
classroom by encouraging all learners to learn together rather than separately irrespective of 
their different disabilities and learning needs. Florian agrees that through the practice of 
cooperative learning in the classroom learners learn from each other, receive support in areas 
needed and motivate one another to learn better than it would have been in a direct teaching 
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method. Cooperative learning enhances inclusion as it forbids learners being labelled or 
discriminated against each other. It promotes togetherness in the classroom and creates team 
spirit amongst learners. Learners with barriers in the cooperative learning practice are free to 
contribute and share their opinions and ideas with each other, they freely show their 
weakness and strength to each other without any fear of condemnation or victimisation.  
Cooperative learning promotes diversity and mutual acceptance 
Adams (2017) submits that cooperative learning enhances inclusion because it builds on 
diversity and promotes mutual acceptance amongst learners. Cooperative learning is not only 
of value to those with disabilities, but it caters and accommodates for “all” learners including 
those who have been identified as “at risk” bilingual, gifted and normal (Tharp, 2018).  
Cooperative learning assists learners to learn in environment where their individual strengths 
are recognised, and individual needs are addressed. Learners, through the cooperative 
learning practice develop mutual acceptance for one another and in the process, they learn to 
get comfortable by accepting and accommodating the individual differences in others. 
Furthermore, cooperative learning helps in fostering inclusion by diminishing competiveness 
in the classroom and redirects its focus on bringing learners to learn together. Mahmood and 
Ahmad (2010) agree that learners should work in heterogeneous groups, with high achieving 
learners working with low achieving learners. Grouping helps in enhancing inclusion and has 
a way of supporting the learner’s environment by promoting more positive attitudes towards 
learners with barriers to learning. Through the cooperative learning practice in the classroom 
learner diversity is accommodated and learners are made to understand and accept each other 
as they work together in the group. 
Cooperative learning makes the educator an agent of inclusion 
Emmer and Gerwels (2002) submits that cooperative learning as an instructional strategy 
allows all educators to plan lessons that include all children and incorporate all of their 
educational needs. In most cases learners with barriers may have difficulties with 
understanding their roles and tasks in a group, therefore it is important for the educator to 
explain to the learners their roles and what is expected of them in the group. Educators also 
need to aid and support learners in the classroom while they facilitate the ongoing learning in 
groups.   Florian (2008) agrees that it through the examination of what educators can do that 
will bring meaning to inclusive education. Educators in cooperative learning stand a chance 
to practice inclusion by providing special support to learners with barriers even as they learn 
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with their group members. Educators render support such as providing modified copies of 
notes, assignment rubric, guiding and ensuring that learners with disability are happy and 
comfortable with their learning. Cooperative learning changes the role of the teachers in the 
classroom by extending the ownership of teaching and learning to groups of learners, this 
which gives opportunity to learn from each other (Udvari-Solner, & Kluth, 2017). Learners in 
the classroom tend to be responsible for their own learning in the group while learning 
together and teacher becomes a facilitator in the classroom. 
3.4.2.3 Practical examples of cooperative learning practice 
Think-Pair-Share is a method that allows students to engage in individual and small-group 
thinking before they are asked to answer questions in front of the whole class. There are four 
steps to this method (Gok, 2018). The first step, groups of four students listen to a question 
posed by the teacher. Secondly, individual students are given time to think and then write 
their responses. Thirdly, pairs of students read and discuss their responses. Finally, the 
teacher to share their thoughts and ideas with the whole class calls on a few students. This 
method can be very useful and work well in the science classroom due to the continual 
request of science teachers having students formulate hypotheses about the outcome of an 
experiment before it is done.  
 Example: A teacher could pose the question, ‘What are the effects of drug abuse to 
education? Students think individually about the question. After a few minutes of 
thought, the students then turn to a shoulder partner and discuss their thoughts with 
each other. The teacher then facilitates a whole class discussion (Johnson, & Johnson, 
2005). 
Robin Brainstorming or Rally Robin: is a strategy used when the class is divided into small 
groups of 4 to 6 students per group with one person appointed as the recorder. A question is 
posed by the teacher with many possible answers and students are given time to think about 
answers. After the "think time," members of the team share responses with one another in 
round robin style (Singh, 2018). The recorder writes down all the answers of the group 
members. The person next to (clockwise) the recorder gives his/her answer and the recorder 
writes it down then each person in the group in order (clockwise) gives an answer until the 
time is up. This strategy is very similar to round robin, the main difference is that in round 
robin one student does all the recording for all members of his/her group. 
 Example: A teacher displays a picture and asks what various food chains are found 
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within the ecosystem of the picture. One student is the recorder and writes all the 
group’s answers on a piece of paper. 
Group investigation: involves decision making surrounding responsibility with the group. 
Each group of students work together to attain goals, which is structured to emphasise higher-
order thinking skills such as analysis and evaluation (Slavin, 2014).  Students work to 
produce a group project, which they may have a hand in selecting. This could be used for 
science related and creative art subjects.  
 Example: Mold an object using clay. 
 Role-playing: is a versatile activity that allows students to express their opinions in a 
realistic situation. Students can "trade places" with a fellow student or a character from a 
literature selection. Role-playing enables students to express and to examine their attitudes, 
beliefs, and feelings about prejudice and discrimination (Yen, Hou, & Chang, 2015). Poetry, 
biography, and powerful fiction are excellent sources for both discussion and role-playing. 
Students are broken up into small groups. Each group is given a scenario where group 
members are assigned parts to play. 
Six Thinking Hats: is a system designed by Edward de Bono , which describes a tool for 
group discussion and individual thinking, involving six colored hats. "Six Thinking Hats" and 
the associated idea of parallel thinking provide a means for groups to plan thinking processes 
in a detailed and cohesive way, and in doing so to think together more effectively (Cioffi, 
2017).  The meeting may start with everyone assuming the Blue hat to discuss how the 
meeting will be conducted and to develop the goals and objectives. The discussion may then 
move to Red hat thinking in order to collect opinions and reactions to the problem. This 
phase may also be used to develop constraints for the actual solution such as who will be 
affected by the problem and/or solutions (Pinto et al., 2015). Next the discussion may move 
to the Yellow then Green hat in order to generate ideas and possible solutions. Next the 
discussion may move between White hat thinking as part of developing information 
and Black hat thinking to develop criticisms of the solution set. The hats aid individuals in 
addressing problems from a variety of angles and focus individuals on deficiencies in the way 
that they approach problem solving.  
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3.4.2.4 Advantages and Disadvantages of cooperative learning in the 
classroom 
Cooperative learning as a classroom strategy especially in enhancing the practice of inclusion 
in the classroom has a lot of advantages on teaching and learning activities. The advantages 
of co-operative learning apart from involvement, include increasing self-esteem and self-
worth, cooperative problem-solving, a more positive attitude to learning, social interaction 
and peer acceptance (Good, & Lavigne, 2017). Cooperative learning has a potential to 
produce a level of engagement that other forms of learning cannot contribute to learner 
activities. It supports equality and diversity by giving every learner in the group a sense of 
belonging knowing that they have something to contribute in one way or the other regardless 
of their disabilities or learning barriers in the classroom (Lawther, 2015).  
There are also disadvantages of cooperative learning and this may arise due to the fact that in 
the classroom different learning strategies and patterns work for various learners- what works 
for learner A might not work for learner B. One of the disadvantages of cooperative learning 
is that most learners are introverts and may not feel comfortable working or collaborating 
with others (Wei, & Tang, 2015). Although, in most cases learners end up overcoming their 
fears associated with learning with their peers and learn better while others do not learn as 
expected. Another disadvantage is that gifted learners could be inhibited by being subjected 
to the work pace of the group (Grosser, 2014). Grosser opines that cognitive conflict occurs 
in group discussions which enhance intellectual development, while emotional development 
is also nurtured through group support in the process of learning to work with and respect 
diversity. Since the group is accountable for achieving tasks each learner is to be held 
responsible, necessitating active involvement of all members (Wallestad, 2010). Reflection 
on the success of individual members as well as the group’s contributions is also regarded as 
a vital constituent of cooperative learning (Grosser, 2014).  
Cooperative learning can be a key element in multi-level teaching where lessons should be 
planned to accommodate all levels of learning in the inclusive classroom situation. In an 
inclusive classroom where diversity is accommodated, the value of trust and a disposition to 
communicate within a cooperative group should be taught and encouraged by the teacher.  In 
groups where there is trust, despite differences, conflict is easier to control. This necessitates 
that the teacher is aware of the various potential skills of the learners and the contributions 
they can make, and discretely encourages this in the group setting (Donald, Lazarus, & 
Lolwana, 2010).  
72 
 
In South Africa class size can hinder the successful application of cooperative learning 
strategy and result in increased noise levels and behaviour problems (Engelbrecht, Nel, Nel, 
Tlale, 2015). It is therefore essential that proper planning is done to garner the most learning 
from cooperative learning. By knowing their learners, teachers can place a learner with 
behaviour issues in a group setting where certain behaviours might be frowned upon by group 
members, thus spurring a positive response in the learner’s behaviour to conform to the rest 
of the group. Tactics such as using clear instructions and keeping desks clear of distractions 
also foster attention skills and alleviate many behaviour problems (Powell, & Powell, 
2015). It has also been noted that some teachers in the inclusive classroom place learners in 
homogenous ability groups and provide them with different educational material than the rest 
of the class. These teachers feel that learners with barriers to learning would feel more 
comfortable with material that they can cope with. This prevents learners from moving 
forward as full participants with the opportunity for more challenging tasks denied to them 
and become even less motivated as they also become aware of being treated differently from 
the rest of the class  (Engelbrecht, Nel, Nel, Tlale, 2015). 
3.4.2.5 Class wide peer tutoring  
The class wide peer tutoring (CWPT) is another learner-centered teaching method that is used 
to teach and support learners with barriers to learning especially in mainstream classrooms 
(Maheady, Harper, & Mallette, Karnes, 2004). CWPT has been well researched and applied 
for the last 15 year.  Joseph Delquadri, Charles Greenwood and Kathleen Stretton originally 
developed CWPT at the Juniper Garden’s Children’s Project at the University of Kansas in 
the 1980s.  
The CWPT is a teaching strategy that incorporates learners working in a group and joint peer 
tutoring that provides repeated practise of ideas, skills and knowledge as well as providing 
feedback on progress achieved to achieve academic development (Hughes & Fredrick, 2006).  
CWPT relieves the teacher of the demand of providing feedback by involving peers in the 
process of providing meaningful feedback and strengthening repeated practice of targeted 
skills.  
Greenwood (1997; 1998) submitted that learners can learn and understand concepts faster 
with CWPT than the normal classroom instruction. Hence, CWPT provides the teachers with 
a practicable approach to promote consistent learner practice and feedback while they interact 
with their peers (Cook, Cook, & Cook, 2017). CWPT can be applied to different kinds of 
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learners but is well known to be most relevant for teaching learners with learning disabilities 
and other high incidence disabilities, which may require repeated practice and regular 
feedback to meet the diverse needs in the mainstream classroom in which they are frequently 
placed. CWPT is mostly considered an effective practice to support academic achievement 
and increased participation for learners with disabilities (Maheady, Harper, Mallette, & 
Karnes, 2004). 
Studies have shown CWPT to increase academic achievement in different teaching contents 
in the classroom, as it is proven to be a useful teaching strategy that can be used in 
mainstreams classrooms to assist learners to read, write and support learners with barriers to 
learning (Mortweet et al., 1999; Kamps et al., 2008; Cook, Cook, & Cook, 2017). CWPT is 
used to ensure that learners are actively participating in the classroom activities. It is designed 
to supplement the direct instruction method by encouraging learners to learn from each other. 
The CWPT is also aimed at enabling learners to focus on consistent practice, skill 
development and peer review.  
Prior studies have reported on the effectiveness of CWPT in helping learners with disabilities 
improve their spellings and ability to read in the classroom (Taylor & Alber, 2003; Burks, 
2004). CWPT impacts positively on the behavioral and academic performance of learners 
with mild disabilities especially in special education settings (Buzhardt, Greenwood, Abbott 
& Tapia, 2007). CWPT is also effective in improving the understanding of vocabulary and 
mathematical ability of learners with disabilities as it helps them master formulas and 
concepts through repeated practice (Maheedy & Gard, 2010; Mackiewicz, Wood, Cooke & 
Mazzotti, 2011). Calhoon (2005) also notes that CWPT assist in improving the reading and 
phonological ability of learners with reading disabilities. CWPT encourages inclusive 
education, social acceptance and improves academic performance of learners with disabilities 
(Maheedy & Gard, 2010). 
In using CWPT, the teacher organises different learners into tutor learning pairs who work 
together on two "competing" teams. Learners earn points for their team by responding 
appropriately to the tasks presented by their tutors. Tutors also earn points from the teacher 
based on how they can implement and manage their tutor roles. Components of CWPT 
include alternating tutor-learner roles, verbal and written practice of skills (e.g., reading 
aloud, writing spelling words, reciting math facts), praise and awarding of points for correct 
responses, and announcing winning teams. CWPT and other tutoring strategies (e.g., cross-
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age tutoring) have been used with students with and without disabilities in regular classroom 
settings, with positive effects on academic achievement. 
Applying CWPT in supporting learners with barriers to learning requires the teacher pairing 
two learners with different learning abilities to work in a pair in order to foster partnership 
and cooperation amongst them (Johnson, & Ward, 2001). CWPT encourages partnership 
between learners through the use of a tutor and a tutee, this involves the transfer of 
knowledge, skill and experience from a peer tutor to a peer tutee (Westwood, 2012). For 
example, the peer tutor may assist with reading a particular passage with peer tutees. 
Implementing the CWPT strategy transforms the classroom environment from a traditional 
setting which is based on explanation to a collaborative and interactive environment which 
allows learners to interact and learn from each other while learning new skills, knowledge 
and attitudes. The CWPT strategy transfers the responsibility of teaching to the peer tutors, 
and the teacher takes the role of a supervisor and a facilitator in the learning process. This 
gives the teacher an opportunity to control the classroom while providing instruction and 
directives for learners (Okilwa & Shelby, 2010). 
Both class wide peer tutoring and cooperative learning have achieved successful outcomes in 
maintaining high level academic performance for all kinds of learners including those with 
barriers to learning. In addition, cooperative learning and CWPT are learner-centered 
teaching strategies that demand a high level of interactions amongst learners, and they 
provide learners with and without barriers to learning the opportunity to practise and develop 
social skills (Tsuei, 2014; Maheady, Mallette & Harper, 2006). Through the use of CWPT all 
learners are included in the classroom dynamic and are given roles to participate in the 
learning process while they learn and acquire knowledge.  
3.4.2.6 Constructive approach  
The constructive approach justifies the putting together of new ideas by interpreting new 
experiences with regards to prior knowledge so that the new ideas come to make sense to the 
learner. The strengths of constructivism lie in the construction of knowledge and what that 
means for learners and teachers. Since knowledge cannot be transferred from one individual 
to another like a product, the role of the teacher as knowledge giver in the classroom becomes 
controversial. Baker & Piburn (1997) further claim that knowledge is built in social contexts; 
pedagogy must encourage student-to-student interactions and collaboration. It is a well-
known fact that knowledge construction is strongly influenced by prior experience and 
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learners make sense of the world by synthesising new experiences into what they have 
previously come to understand in their daily life (Ultanir, 2012; Test & Ellis, 2005). In other 
words, each learner must construct meaning for oneself and that the only learning that can 
take place is that which is connected to the individual’s already-existing knowledge, 
experiences, or conceptualisations.  
In teaching learners with barriers to learning such as NDD, teachers following a constructivist 
perspective base their instruction on what the students already know as a foundation 
(Dulaney & Dulaney, 2000). Therefore, to introduce new concepts, teachers need to discuss 
first some related ideas that are already familiar to the learners. This practice helps students 
with barriers to learning because of their low self-esteem and repeated failure experiences. If 
they have the chance to start with something familiar, new learning does not seem so 
overwhelming and frustrating to them. Raskin (2002) suggests that for students with a 
learning disability, teachers need to prioritise and teach the most important facts related to 
key ideas, so learners are not overwhelmed with memorising since some learners may 
struggle with significant memory deficits.  
Active learning is an important facet of a constructivist approach to instruction. When 
students are actively involved in the lesson, they learn and retain the information (Duhaney & 
Duhaney, 2000). Teaching students to summarise, paraphrase, predict, and use visual images, 
which all involve active learning, helps students with learning disabilities understand and 
remember. Role play, art, and group projects are also useful for clarifying and reinforcing 
instruction (Ellis, 1997). Such strategies are useful in motivating learners with a learning 
disability, who tend to be more passive learners because of their history of failure (Hale et al., 
2010). 
High level thinking skills, such as problem solving and analysis, are often thought to be too 
abstract and difficult for students with learning problems, even though they are an important 
part of a constructivist curriculum. However, with some additional guidance and preparation, 
it is possible and beneficial to emphasise these skills with such students (Ellis, 1997; 
Grobecker, 1999). Teachers can guide and assist learners with learning disability while they 
engage in complex writing process assignments, research projects, and other test-taking and 
study activities. A typical constructive classroom environment is tasks oriented and designed 
to enhance hands-on and minds-on learning for all students similar to those encountered in 
the real world. This type of learning environment should focus on authentic tasks similar to 
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what people see in every day practice and similar to on-the-job experiences that would 
benefit all students (Biggs, 2003).  
Research by Akpan and Beard (2016) demonstrated that it is important for educators to 
structure their instructions to be student-oriented, particularly when it comes to students with 
intellectual disabilities. The authors argue that apart from ensuring that the learning process is 
established in the social context, collaboration and student-to-student interactions are 
inevitable. Through such interactions, every learner makes meaning at an individual level to 
connect with existing knowledge. The primary job of a teacher in a constructive approach is 
to enable learners to think out of the-box by making their own connections that result in valid 
internalised meanings unique to them. In this case, the teacher leads the children through 
exploratory activities that enable them to investigate on their own and come to their own 
conclusions as to what is happening in the immediate environment. 
Furthermore, Kirschner, Sweller, and Clark (2006) argues that, learning activities must begin 
by considering the role of the learner’s current knowledge, how knowledge is constructed, 
and the role of the activities in building knowledge. In other words, learners should construct 
their own new understandings through the interactions of their existing experiences with 
whatever they come into contact with, making learning a social activity which engages the 
teacher as facilitator, mentor, and co-explorer who encourages learners to question, challenge 
and formulate their own ideas and conclusions (Ultanir, 2012).  
Algahtani (2017) provides an example of how to apply the constructive approach to teach 
learners with NDD like intellectual disorders, Algahtani suggests that learners with 
intellectual disabilities have a problem when it comes to memorising ideas. Taking an 
example of social studies, constructivist theorists recommend that teachers can encourage 
these learners to play role as judges, lawyers and the jury for a simulated court case. They can 
also carry out elections for their classroom leaders as opposed to memorising information on 
the process of carrying out elections. Therefore, learners with intellectual disabilities will 
benefit more from the strategy because they have a challenge when it comes to generalising 
concepts in the classroom setting.  
Through realistic examples integrated in the instructional methods, the students with 
intellectual disabilities will have specific practice with the generalisation. The strategy will 
help them in developing practical skills, which have been known to be a challenging area of 
learning (Räty, Kontu, & Pirttimaa, 2016). For instance, when introducing a topic South 
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African literature, the teacher can ask learners to brainstorm some of the renowned writers in 
South Africa. Students can make a map of the South Africa literature writers according to the 
years they first published their work. Students with intellectual disabilities will benefit from 
such an approach whereby teachers move from the known to the unknown, so that they can 
master concept stepwise. It is known that students with intellectual disabilities have low self-
esteem and take long to master concepts (Brosh et al., 2018). Moving from the known to the 
unknown will improve their self-confidence, especially after repeated learning and realising 
that they can make sense out of the curriculum content. 
3.4.2.3 Scaffolding 
Bruner’s (1966) idea of an effective constructive practice, is a process whereby the diverse 
needs of learners accommodated and catered for, whereas the scaffold offers a multi-level 
teaching method which provides support for the learner while learning is going on. The 
learner is encouraged to apply personal skills while the teacher described the required 
problem-solving techniques alongside with different approaches to solve the problem. The 
teacher presents more challenging task as the learner is progresses with previous task given 
(Vygotsky, 1978; Petersen et al., 2002). Continuous demonstration, repetition, question and 
answers, discussions, visual representation of a topic are the key practices of scaffolding.  
The use of peer support can also be integrated into scaffolding. This is because learner tend to 
understand better when they learn with their peers. However, the educator gradually 
withdraws the support of a peer when reasonable progress is made, and the learner can 
achieve independence (Landsberg, 2011). Another benefit of peer support in scaffolding is 
that other learners are engaged with helping their peers while the teacher focuses on learners 
with barriers to learning in the classroom. One of the disadvantages may be that learners with 
barriers to learning may not be comfortable with being supported by a peer tutor as a result of 
inferiority. Getting feedback from peer support could also be a challenge for large classes. 
Scaffolding is made possible when the educator is able to understand the learner’s ability and 
potential and is prepared to scaffold the individual learner to a stage of development and is 
also able to spur the learner into the next level of thinking cognitively (Walton, 2012). 
There are other constructive teaching strategies that could also enhance the learning 
experience for learners with barriers to learning in the classroom. These teaching or support 
strategies have been proven to promote learning for learners with or without barriers to 
learning (Akpan, & Beard, 2016). In addition, learners with barriers to learning are actively 
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engaged and participatory in learning environments where these strategies are applied, with 
the teacher being a guide and assistant.  
According Akpan and Beard (2016), the following are a list of various strategies that could be 
applied in the classroom. 
 Experimentation: Students individually or collectively perform an experiment and 
then come together as a class to discuss the results. 
 Research projects: Students research a topic and can present their findings to the 
class in form a group or individual presentation. The presentation could be done with 
the teacher or with peers. 
 Field trips: This allows students to put the concepts and ideas discussed in class in a 
real-world context. Field trips are often accompanied by class discussions to clarify 
misunderstanding and build learners knowledge on the concept. 
 Films: These provide visual context and thus bring another sense into the learning 
experience. For example, in teaching literature or any science related subject, learners 
can be asked to watch a video, a documentary or a film that adds knowledge and 
stimulates critical thinking of subject matter that is to be learnt in the classroom.  
 Class discussions: This technique is used in all of the methods described above. It is 
one of the most important distinctions of constructivist teaching methods.  
 Visual aids: This involves the use of pictorial evidence such as PowerPoint 
presentation, posters, objects that are related to the lesson to enable learners to think 
critically, understand and have a mental picture of what they are learning about in the 
classroom. 
 Role play: As discussed above, role play promotes situated learning. This helps 
learners to be a part of their learning process by playing roles that helps them 
experiment and engage in the concept or subject they are trying to learn in the 
classroom. 
Chapter Summary 
This chapter discussed the activity theory as the applied theoretical lens used in this study, as 
activity theory was used to understand the newly qualified teacher and how they appropriate 
different support strategies for learners with NDD in the mainstream classroom. The 
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appropriation (teaching approaches) were also discussed with practical examples of some 
effective teaching and support strategies that can be used to accommodate and support 
learners with barriers to learning such as NDD in the mainstream classroom. Having 
established a suitable theoretical framework, the next chapter will discuss the methodology 
used in conducting the study.  
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Chapter four 
         Research methodology 
 
4.1 Introduction  
The purpose of this chapter is to explain the research methods and design used in collecting 
data on the support strategies used by newly qualified teachers in accommodating learners 
with neurodevelopmental disorders. The choice of the research design will be discussed with 
regards to its ability to provide a suitable answer to the research question. This chapter 
focused mainly on the research paradigms, approach, design, and sampling of participants in 
the study. A detailed explanation of the process of data collection adopted in this study, 
clearly describing its trustworthiness in qualitative research is also presented. 
4.2 Research Paradigm  
A paradigm is a set of essential assumptions and beliefs that determines how the world is 
perceived, which aids as a thinking framework that regulates the behavioural attitude of the 
researcher (Jonker & Pennink, 2010). There is a need to identify the research paradigm to be 
applied in qualitative research (Neuman, 2013). This is because the research paradigm 
significantly impacts on how a researcher commences a social study, as well as the framing 
and understanding of social phenomena. The paradigmatic lens used in this study is the 
interpretivist paradigm. 
4.2.1 Interpretivist paradigm 
The interpretivists believe that the construct of reality is dependent on social actors and how 
they perceive it. They acknowledge the various backgrounds, assumptions and experience of 
how individuals construct the realities in their broader social context through interacting with 
one another (Creswell, & Creswell, 2017). In other words, the interpretivist paradigm rejects 
objectiveness and single truth as proposed by post positivism. In a bid to understand how 
newly qualified teachers support learners with NDD, the interpretivist paradigm was used to 
interpret their experience by having conversations and dialogues with selected participants 
(Hennink, Hutter & Bailey, 2010).  
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Through this interpretivist lens, the researcher collected data that will provide rich 
descriptions of the social constructs of the participants. Peregrine and Yanow (2011) 
emphasise that interpretivist researchers prefer to understand the realistic features of the 
social world through the participant’s views, background and experiences. They also believe 
that understanding the context in which research is conducted is critical to how data gathered 
is interpreted (Willis, & Jost, 2007; Schwartz-Shea & Yanow, 2013). Thanh and Thanh 
(2015) points out that the interpretivists view the world through a “series of individualistic 
eyes” and therefore their choice of participants are reserved for those who know how to 
interpret their own reality to incorporate the world view. The interpretivist paradigm provided 
a suitable lens to view and understand the context of the newly qualified teacher in the 
mainstream classroom and how they accommodate learners with NDD. Hence, I was able to 
interpret the experience of my participants in the social context of the classroom.  
Henning, Van-Rensburg and Smith (2004) notes that in the interpretivist paradigm, the 
qualitative research approach serves the critical project well, because it teaches the framing of 
meaning in a context and helps the researcher to understand and explore the discourses and 
how they manifest in people’s lives. An interpretivist paradigm is a communal process, 
informed by participating practitioners and endorsed by others. Researchers in this paradigm 
are sensitive to the role the context (Henning, Van Rensburg, & Smith, 2004; Wahyuni, 
2012).  In a bid to explore the experiences of newly qualified teachers accommodating 
learners with neurodevelopmental disorder, the interpretivist paradigm was used to interpret 
the real experiences of these new teachers and support strategies used in accommodating 
these learners. 
4.3 Qualitative approach 
Qualitative approach always supports the interpretivist, as this paradigm depicts a realistic 
socially constructed and constantly changing situation. The features of interpretivist adopt the 
qualitative approach to the realistic environments other than the positivist (Thomas, 2003). 
Qualitative research approach is essential, as it explains data in words. The focus of 
qualitative research understanding how participants create, modify and interpret the world in 
which they live in (Cohen, Manion, & Morrison 2007). In this case, using the qualitative 
approach, the researcher was able to explore how newly qualified teachers accommodate 
learners with NDD in the mainstream classroom. 
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Qualitative research scrutinises the natural scenery of a phenomenon, it aims to understand 
the experience of people in their world (Creswell, 2000). Additionally, qualitative research 
approach is realistic, it focuses on the study of the everyday life of diverse people in their 
natural environment, and the qualitative approach is also beneficial to studying educational 
setting. The use of a qualitative approach is considered the most suitable method to provide 
clear understanding the perceptions of the newly qualified teachers, their views and support 
strategies used in accommodating learners with NDD in the mainstream classroom.  
Qualitative researchers focus on collecting direct information from participants in an 
educational setting (Neuman, 2013). They collect data from the field or at locations where 
participants experience practical issues in their settings (Creswell, 2009; Marshall & 
Rossman, 2014). Qualitative research takes place in a natural environment and the 
researchers have face-to-face interaction with the participants over time (Denzin & Lincoln, 
2005).   Qualitative research is more related to understanding social phenomena from the 
standpoints of the participants, and this occurs through the researcher’s involvement in the 
daily events of the participants involved in the study. The researcher’s primary aim was to 
understand how support is provided for learners with NDD in the classroom. Following the 
qualitative approach, the researcher had personal relations, interactions and conversation with 
participants over time in the duration of the study. This in turn added richness and intensity to 
the data collected as the researcher had a better understanding of the context and the 
participants. Qualitative approaches are inductive in nature, it has an orientation towards 
discovering the process of data collected and more concerned understanding of the research 
problem in its unique environment (Ulin, Robinson, & Tolley, 2005).  
4.4 Generic qualitative design 
Generic qualitative studies are among the most common ways of doing qualitative research in 
the field of education. The generic qualitative design examines participant’s reports of their 
opinions, attitudes, beliefs or reflection on their experience of things in the outer world 
(Percy, Kostere, & Kostere, 2015). Generic qualitative study is considered an applicable 
approach when a fully qualitative survey approach is applied. The process of data collection 
in the generic qualitative design uses methods that elicit on the reports on participant’s ideas 
about their outside work (Cooper & Endacott, 2007). It is focused on real events and makes 
use of unstructured methods of data collection such as semi-structured interviews, participant 
observation, and reports (Caelli, Ray, & Mill, 2003). I considered the generic qualitative 
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design most effective as the method of data collection is suitable for exploring how newly 
qualified teachers support learners with NDD in mainstream classrooms. 
The generic qualitative design supports the use of semi-structured interviews which could be 
either oral (common method) or written (uncommon and rare) interview method for data 
collection. The qualitative interviews questions are structured based on the pre-knowledge of 
the researcher. The questions are open ended and provide enough allowance for participants 
to go in-depth with conversation during interviews. Furthermore, the generic qualitative study 
makes use of thematic analysis in analysing data (Braun & Clark, 2006). Thematic analysis is 
a tool used for analysing qualitative data. The thematic method of data analysis offers a 
process of data analysis that is flexible and very compatible to generic qualitative design. In 
trying to explore how newly qualified teachers accommodate and support learners with NDD 
in mainstream classrooms, the researcher considered the generic qualitative design suitable 
for this study because it investigates the reports of people’s subjective opinions, attitudes as 
well as their reflections on their experiences in the outer world (Percy, Kostere, & Kostere, 
2015). 
4.5 Population and purposive sampling  
Population can be referred to as the group of individuals having the same characteristics, 
while sampling is described as the basic elements in the population needed to be included in 
the study. The sample is studied to provide clear understanding of the population from which 
the sample is collected. The population in this study refer to 20 newly qualified teachers who 
just completed their teaching qualifications and have started teaching in different mainstream 
classrooms in Gauteng. The researcher purposively selected 10 teachers from the sample of 
20 newly qualified teachers.  
The purposive selection of the participants was to ensure that the selected teachers were 
currently placed in mainstream classrooms containing learners with neurodevelopmental 
disorders. As Best and Kahn (2006) note that purposeful sampling is a procedure used in 
selecting specific participants and settings to collect credible information. In this study, I 
purposively selected my participants on the basis that they were newly qualified teachers and 
had learner with NDD in their mainstream classroom. Out of the population, 10 teachers met 
the criteria for selection while the rest were only involved in the pilot study. The criteria for 
inclusion and selection to the study are as follows. 
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 At the time of the collection of data, each participant had just concluded their teaching 
qualification (Post Graduate Certificate in Education) within a period of six month to 
twelve months.  
 Participants are fully employed in either a private and government mainstream high 
school. 
 Participants had a basic understanding of learners’ inclusion and NDD in the 
classroom. 
 Participants all had learners with NDD included in their mainstream classroom. 
 All the participants had a minimum of six months experience with learners with NDD 
in the mainstream classroom. 
 
Table 4.1: Biographical details of the participants 
 
Participants  Gender Highest 
qualification 
Teaching 
experience 
School type 
Participant 1 Female  PGCE 1 year High school 
Participant 2 Female B. ED HONS 1 year  High school 
Participant 3 Female B. ED HONS 1 years High school 
Participant 4 Female B. ED HONS 1 year  High school 
Participant 5 Male PGCE 1 years High school 
Participant 6 Female PGCE 1 year High school 
Participant 7 Female B. ED HONS 1 year High school 
Participant 8 Male  PGCE 1 year High school 
Participant 9 Female PGCE 1 year High school 
Participant 10 Female PGCE I year High school 
4.6 Data collection methods 
Data collection is the transportation used by researchers in collecting information to answer 
research questions, make contributions and recommendation in a study (Bernard, 2017). Data 
was collected using interviews, observations and critical incidents/ journal reflections. 
Qualitative data collection methods were used in this study to answer the research question. 
In exploring the support strategies used by newly qualified teacher in accommodating and 
supporting learners with NDD, I made use of semi-structured interviews and critical incident 
reports to add rigour, richness, meaningfulness and depth to the study (Denzin, 2008). 
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4.6.1 Semi-structured interviews       
Interviews are one of the most predominant methods of qualitative data collection and 
involves the direct interaction with participants who possess the required information needed 
by the researcher. This study used semi-structured interviews as one of its major method for 
data collection (De Vos, Delport, Fouche, & Strydom, 2011; Seidman, 2013). Semi-
structured interviews are lightly structured and often comprise of open-ended questions, 
which serve as interview guidelines to the interactive process (Creswell, 2014). One of the 
major advantages of semi-structured interview to this study is the comprehensiveness, detail 
and depth of information it generated from the participants. However, Rubin and Babbie 
(2007) note that pre-established questions are not considered valid in qualitative research, 
rather the answers obtained from the researcher’s initial response forms the basis of the next 
and other subsequent ones.  
 
 
 
 
 
 
Figure 4.2 An example of the interview guidelines used in interviewing the participants adapted from 
Mahlo 2011). 
An active purposive interaction between my interviewees and myself was maintained. The 
questions asked were direct and flexible to ensure credibility; in interviewing participants the 
direction of the conversations was also guided through a semi-structured interview schedule 
(Babbie & Mouton, 2001). Semi-structured interviews enabled the researcher to gather 
necessary information from the participants lived experience of the newly qualified teacher in 
accommodating learners with NDD in the mainstream classroom (Myburg & Strauss, 2000). 
The interviews were conducted at a convenient time chosen by the participant and it was 
scheduled for 30-45 minutes. The interviews were audio-recorded, and transcription was 
done afterwards. 
Examples of Interview guidelines 
1. Describe your understanding on NDD 
2. What are your views on the kinds of NDD in 
your classroom? 
3. How do you support learners with NDD? 
4. What challenges do you encounter in 
accommodating learners with NDD? 
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4.6.2 Critical incident technique 
The critical incident technique (CIT) was first developed by John Flanagan in 1954. It is a 
well-recognised tool used by qualitative researchers in different areas of specialization such 
as health sciences, nursing, education, and dentistry. Flanagan described the CIT as a 
technique that supports collecting direct observations of human behaviours in such a manner 
that it brings clear understanding to the phenomenon. The CIT is also a kind of data 
collection method that adds significantly to the qualitative data collected (Edvardsson, 1992; 
Johnston, 2015). The CIT method is a rich source of collecting data that allows respondents 
to determine and provide which incidents are most important and relevant in accordance to 
the phenomenon to be investigated (Gabbott & Hogg, 1996; Kumari Vijayakumaran, Eves, & 
Lumbers, 2016). By so doing, the researcher is also informed through this medium about the 
critical incident occurrence of newly qualified teachers accommodating learners with NDD in 
the classroom. (Kumari Vijayakumaran, Eves, & Lumbers, 2016).  
According to Hughes, Williamson and Llyod (2007) Critical incident techniques is a step by 
step qualitative approach that offers a practical method of collecting information about 
human experience and their significance to the people involved. The participants used the 
CIT technique to write down their experiences, challenges, occurrences, and events exhibited 
by learners with NDD, as well as their responses or interventions to those situations in the 
classroom. This method of data collection was used my absence to gather meaningful data 
from the participants and how they accommodate leaners with NDD in the classroom.  
Participants recorded their critical incident in a journal format by describing the occurrence 
as well as the support intervention that was used at that time. 
Serrat (2017) supports that the use of critical incident technique in a research helps the 
researcher to obtain specific behavioural facts needed for a sound base for making inference 
to requirement. Goodwill (2016) states that critical incidents help the researcher in asking an 
eye witness for factual accounts of behaviours of leaners with NDD and how they were given 
additional support.  
4.7 Thematic data analysis  
Thematic data analysis can be described as a process that identifies themes according to the 
organised codes of the data. It provides a detailed account of the data transcribed (Braun, 
Clarke, & Terry, 2014).  Thematic analysis is a commonly used qualitative method of data 
analysis used within and beyond the field of education and psychology (Roulston, 2001). 
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Thematic analysis is not connected to any theoretical framework, and therefore can be used 
within the interpretivist paradigm (Tuckett, 2005; Holloway & Todres, 2003). Thematic 
analysis as a useful research tool that can be used to identify, analyse, and report patterns 
(themes) within data. It describes and organises data in rich detail (Braun & Clarke, 2006).   
In thematically analysing the data in this study, at end of the transcription of data, the first 
step of thematic analysis was to ensure that the transcripts and the recordings were correct 
and coherent. There were also efforts put in to confirm that all verbal and non-verbal 
behaviours that were noted during the interviews and observation were noted in a 
researcher’s reflective journal (Smith, 2015; Clarke & Braun, 2014).  The process of data 
analysis began by first identifying various themes and ensuring that they were compatible and 
suitable following the themes and categories used in navigating the semi-interviews. 
Data was thematically analysed by adhering to the six steps of data analysis as guided by 
(Braun & Clarke, 2006). The six steps of thematic analysis were applied in analysing the 
interviews observations and critical incident reports, to generate themes used for data 
analysis. Extracts and examples of the data analysis and interpretation can be found in 
Appendix D. 
 Step 1: Understanding the data, this step involves having a clear understanding of the 
data through transcribing, reading of the transcribed data for clarity, while making 
notes. Ensure the transcribed data from the audio-recorded interview was correctly 
typed out. 
 Step 2: This step involves generating initial codes. These codes are used to identify 
and label the feature of data that is potentially important to the research question. 
Codes were generated from the transcribed interviews, written observation and critical 
incident reports.  
 Step 3: After the coding process, this step entails searching for themes, and is done by 
capturing codes that have pattern and are important and relevant to the research 
question. I researched for occurring themes across the various data sets.  
 Step 4: This stage requires a careful review of themes selected, this entails checking 
for quality and is done by checking the themes to ensure that they match with codes 
and data extracts. The researcher at this stage ensured that the themes were carefully 
reviewed and aligned to the codes. 
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 Step 5: At this stage, themes are finally defined and named for each data set, stating 
its uniqueness, and how it differs from other themes. At this stage, the researcher 
finalised the selection of themes suitable for the data set.   
 Step 6: A detailed report of the analysis is provided; this stage also integrates the 
analysis and the report. The thematic analysis encouraged that themes are reported, 
analysed and interpreted at the same time, other than dividing the process. The 
researcher made deliberate efforts to analyse each theme, by interpreting and 
supporting the themes with existing literature.   
4.8 Strategies to ensure Trustworthiness 
In this study, I ensured that the principles of trustworthiness were adhered to throughout the 
research. Trustworthiness of data addresses the issues of credibility, transferability, 
dependability, and conformability in research. Trustworthiness is a way of ensuring 
thoroughness in qualitative research without forfeiting its relevance (Mahlo, 2011).                      
4.8.1 Credibility 
According to Shenton (2004), credibility addresses the question of how compatible the 
findings of a research are with reality. The aim of credibility in a study is to ensure that the 
research method of inquiry was conducted in a way that the selected participants for the 
interview and the questions asked are suitable for the research. In this study, I ensured that 
the participants and questions asked during interviews were relevant and suitable in getting 
quality information to answer the research question, I also familiarised myself with the 
participants prior to the first day of the interview. Credibility focuses on enhancing external 
validity, which can be accomplished through triangulating of data sources (Denzin & 
Lincoln, 2008; Schurink, Fouché, & De Vos, 2011). Triangulation is mainly suitable for 
social research as its nature considers various measures of experience in comparing the 
collections of data (Schurink, Fouche, & De Vos 2011). Triangulation occurred through 
examining and compilation of data from various methods of data collection such as transcript, 
observation and critical incident reports (Delamont, 2016; Creswell, 2009). These methods 
were used to ensure that the data collected from the participants was credible and substantial.  
4.8.2 Dependability 
According to Creswell (2009) dependability is the extent to which the same research results 
could be repeated if the same research instruments were applied with similar participants 
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under the same conditions. Qualitative studies may be difficult to duplicate as they are 
dependent on context, but the reliability of data can be determined if the same study is 
repeated and the findings remain constant (Bailey & Bailey, 2017). Furthermore, the 
dependability of findings or results is effective when the appropriate research methods have 
been applied in the most accurate way (Denzin, 2009; Wahyuni, 2012). I ensured 
dependability by providing a detailed report of the research design and methods used in the 
study, interview and observation guides, and samples of the critical incident report forms that 
were used. This process as suggested by Shenton (2004) was followed to ensure that a future 
researcher is able to replicate my study, using my methods and design.  
4.8.3 Confirmability 
Confirmability refers to the quality of results obtained from an inquiry or a research study. In 
confirmability, steps must be taken to ensure that the findings are a product of the 
participant’s experience and ideas, rather than that of the researcher (Shenton, 2004). 
Houghton, Casey, Shaw and Murphy (2013) suggest that in ensuring confirmability, the 
researcher must be able to admit his/her own predisposition towards the study to avoid being 
biased. Triangulation is also for confirmability and it helps to reduce the possibility or 
occurrence of investigator bias. Apart from having multiple method of data collection, 
confirmability was attained by depending on research supervision, allowing participants to 
check and verify the interview and observation transcripts, and recruiting the help of member 
checking (Bryman & Bell, 2003: Anney, 2014). I strove to ensure confirmability in this study 
by discussing the final findings of the study with the participants to ensure that the findings 
are a true reflection of their experience.  
4.8.4 Transferability 
Transferability in research can be described as the extent to which the findings obtained from 
a study can be applied to other settings and contexts (Guba & Lincoln, 1994). The nature of 
transferability is evident when readers determine how applicable the findings of a study are to 
their situations (Polit & Beck, 2014). Transferability can be facilitated if the internal validity 
and generalisability of the study is of high quality (Bryman & Bell, 2003; Schurink et al., 
2011). Research quality can be attained through the availability of a robust and rich 
description of the research process and the participant’s context of the study. Findings can be 
transferred and related other context or settings (Whitley, 2002; Schurink Fouche, & De Vos, 
2011). The use of multiple sources of data such as semi-structured interview, observations 
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and critical incident also enhances transferability. This research can be transferred and 
replicated by other researchers if the process and method of data collection are applied. The 
transferability of a study is supported provided that a detailed description of the context, 
location, and people studied is clearly defined.  And the researcher is transparent about 
analysis and trustworthiness. Researchers need to provide a vivid picture that will inform and 
resonant with readers (Amankwaa, 2016). 
4.9 Ethics of the research 
The term ethics in a research setting represents the borders and rules set for guaranteeing 
standards and equal treatment of participants involved in a study (Delport & Fouché, 2011). 
The researcher has a responsibility to obey to proper ethical conduct and ensure that every 
aspect of the study conforms to the set ethical values and considerations (Escobedo et al., 
2005). In other words, data collected must be protected against unauthorised contact. The 
following steps were followed to adhere to the ethical procedures in the study. 
 Approval to commence research was applied for and obtained after a scrutinized 
process by the Ethics Committee in the Faculty of Education, University of 
Johannesburg (Appendix A). Ethics consideration aims to protect the participant’s 
autonomy and dignity (Babbie, 2005). 
 Informed consent was collected from participants before commencing research 
(Appendix C). The participants were assured that they were not in any way coerced to 
participate in the study or will any inducements be given if they are part of the study 
(Babbie, 2005; Whitley, Kite, & Adams, 2013; Strydom, 2011). 
  To adhere to the principle of confidentiality, pseudonyms were used to protect the 
identities of the participants, and they were protected from any form of harm or 
exposure that may arise from the study (Babbie, 2005; Creswell & Miller, 2000). 
 All data collected transcripts, codes and analysis files were encrypted and locked with 
a password and the computer was protected with an Avas anti-virus protection.  
 The University of Johannesburg will keep the data collected safely for a minimum of 
six years before it is permanently deleted. (Whitley, Kite, & Adams, 2013; Strydom, 
2011).  
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4.10 Quality of the research 
Noble and Smith (2015) suggest that to ensure quality in research, data collected must be 
triangulated, participants must be appropriately selected to answer the research question, data 
must be analysed following a systematic and meaningful order, with applied strategies to 
ensure trustworthiness. I ensured quality by using different methods to collect data 
(interview, observation, critical incident report) to get a suitable answer for my research 
question. Data was analysed following a systematic procedure of thematic analysis, the 
researcher also adhered to certain principles for ensuring quality of the research, these 
principles comprise of sensitivity to context, commitment and rigour, transparency and 
coherence, and impact and importance (Yardley, 2000).   
4.11 Impact and importance  
The importance and impact in research relate directly to the validity of the findings, it 
involves the relevance of the data collected to existing body of knowledge (Yardley, 2000). 
The importance of this research was achieved through frequent consultation with supervisors 
in charge of study, discussing research progress in research meetings for scrutiny and 
contributions. The impact of this study was adhered to through presenting research findings 
in conferences and publishing findings in peer reviewed journals (Morse et al., 2002). 
Chapter summary  
In this chapter, various procedures applied in the research study were explained. These 
involved issues pertaining to research paradigm, design and methodology, data collection and 
analysis, strategies to ensure trustworthiness and ethical considerations, as well as 
information about the research site. Therefore, the purpose of this chapter was mainly to 
elucidate on the different methodologies and designs of the study as well as justifying the 
researcher’s choice for the methods and designs used in the study. How the research 
questions were answered was also discussed in this chapter. Findings and reports will be 
presented and discussed in the next chapter.  
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Chapter five  
  Data analysis and discussion of findings 
 5.1 Introduction  
The overall goal of this chapter is to provide accurate analysis and interpretation of the 
themes that answer the research questions of this study; How do newly qualified teachers 
accommodate and support learners with NDD in the mainstream classroom? Through 
interviews, observations and critical incident reports, the researcher was able to gather data 
suitable enough to answer the research question. This chapter starts with an explanation of 
the themes, followed by an in-depth discussion of the themes from the collected data. The 
findings were analysed using thematic analysis which was considered suitable to ensuring 
trustworthiness, each of the findings from the themes will be discussed with supporting 
evidence from the raw data, Thematic analysis ensured that data collected was rigorously 
examined to formulate themes for analysis.  
The use of activity theory also guided the process of data analysis as I thematically analysed 
the data while answering the research questions. Through the lens of an Activity theory, I was 
able to understand the activity systems of the teacher as well as the conceptual and practical 
tools used in supporting learners with NDD in the classroom. The concept of appropriation, 
which entails the practical and conceptual tools (Grossman et al., 2000) in the classroom, 
assisted me in exploring how learners with NDD were supported and accommodated by 
newly qualified teachers in the mainstream classroom. Activity theory provided a powerful 
framework for exploring how newly qualified teachers understand and appropriate both 
conceptual (curriculum plans and teaching approaches) and practical tools (teaching materials 
and lesson plans) for learners with NDD in their mainstream classroom.  
5.2 Presentation of the Findings as Themes 
The data collected was derived from semi-structured interviews, classroom observations and 
critical incident reports conducted with six newly qualified teachers teaching in mainstream 
classrooms in Gauteng Province.  After thoroughly examining, coding and placing the codes 
of the raw data into different categories the raw data, the themes were selected and structured 
in accordance with how to best answer each research question. Four themes were used to 
answer the first research question- how newly qualified teachers accommodate and support 
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learners with NDD. A visual representation of how the first research question was answered 
using thematic analysis is illustrated in Figure 5.1  
 
 
 
 
 
 
Figure 5.1: Diagram of themes as it answers the first research question  
5.3 Theme 1: Teachers’ understanding of NDD 
Theme 1 was formulated from the various opinions expressed by the six participants that 
explained their understanding on NDD. The researcher considered exploring the participants’ 
understanding of NDD in a bid to understand how they accommodate learners with NDD in 
the mainstream classroom. Furthermore, teachers who have a good understanding of the 
barriers to learning in the classroom tend to provide better support to the learners they teach. 
The participants understanding were therefore considered important in exploring how they 
provide support for learners with NDD. The various responses of the participants will be 
discussed in the section below. 
5.3.1 Discussion of Theme 1: Teachers’ Understanding of NDD 
The theme on teachers understanding of NDD includes the different responses of participants 
concerning how they understand NDD in the mainstream classroom. This was considered 
needful in answering the research question, as teachers who do not have a good 
understanding of NDD in the classroom usually exhibit negative attitudes in teaching learners 
with NDD (Waxegard & Thulesius, 2016).  The teacher’s understanding also plays a major 
role in determining the quality of support provided for learners in the mainstream classroom. 
Understanding of NDD in the context of this study necessitates that the teacher must have a 
reasonable level of understanding of what an NDD is thereby being able to identify these 
disorders when exhibited by learners in the classroom.  
RQ 1: How do newly qualified teachers accommodate and support learners 
with NDD in mainstream classrooms 
Teachers 
understanding of NDD 
Classroom support 
strategies for NDD 
Teacher’s views of 
the kinds of NDD 
Teachers’ knowledge 
on inclusive education 
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Analysing from the lens of an activity theory, the activity setting could contribute to the 
newly qualified teacher’s understanding of NDD. As this could be part of the conceptual and 
practical tools acquired during their teacher training programme (Grossman et al., 2000). The 
newly qualified teacher’s understanding of NDD is a product of both activity settings, which 
could be from the teacher’s classroom experience or through the knowledge acquired from 
teacher training.  
Participant 1 ― “NDD is any learning problem that is concerned with the brain. That 
happened during a child’s development stage and uhmmmmm basically yeah. Like issues that 
affect the child cognitively. For example, I know a child who developed an NDD because he 
hit his head on a pool when he was a little child and because of that it affected his learning 
and all” (Line 393-396).  
Participant 1 explained her understanding of NDD to be any learning problem that has to do 
with the brain which may have occurred at the developmental stage of the child. She relates 
her understanding to a child who had an incident in the pool and developed learning problems 
in the classroom. Her understanding influenced her practice and teaching experience with 
learners who have NDD related learning problems, knowing that learners with NDD may 
have cognitive difficulties and can encounter learning challenges in the classroom. Her 
understanding also indicates that she is also aware that apart from hereditary causes, NDDs 
could be acquired through injuries at infant stage which can develop into a learning disorder. 
The participant’s understanding of NDD was a good start in getting to know more about how 
she provided support for learners with NDD in the classroom. 
Participant 3 also expressed her understanding of NDD by saying that… “uhhmmmm… it’s 
about children who have brain problems and encounter difficulty in reading, writing and 
learning. They are slow and do not understand quickly like other learners. Like I have one 
child like that who is so slow with learning and it takes him long to comprehend” (Line 401-
403). 
Participant 2 described that….” NDD is dealing with a child who in terms of intellectual is 
very slow…. like NDD, you are talking about slow learners…short term memory, children 
who cannot pay attention…children who cannot learn so much at a time” (Line 303-305).  
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Participant 4 understands NDD to be “a problem a child faces, like they can’t do a lot of 
things because of their cognition. They want to read but they can’t basically they struggle 
with a lot of issues in the classroom” (Line 461-463). 
The above participants seem to have a similar understanding on NDD. Participant 3 
understands NDD as learners who have challenges with reading, writing and learning. She 
sees them as learners who are slow to learn and struggle to comprehend concepts swiftly. She 
also gave an example of a child in her class who takes time to understand or comprehend 
information. Participant 2’s understanding of NDD seem to be similar to that of participant 3, 
except that she understands NDD to be learners who are intellectually slow, have short term 
memory and do not concentrate in class.  
Participant 4 understands that NDD is a problem faced by children in the class, which can 
hamper their learning in the classroom. She further describes NDD as learners who cannot 
read or do much in the classroom because of their cognition. The three participants’ 
understanding of NDD indicates various symptoms manifested by learners with NDD. While 
it appears they do not have a broad understanding of NDD, their descriptions and 
explanations were accepted as each of them made reference to a particular characteristic of 
NDD.  
From a psychological background Participant 5 explains her understanding of NDD” to be 
from my psychological background, I feel it is a disorder that affects how learners take in 
and use information. I would also say it is chemical balances from the environment these 
learners find themselves. Like for example in my school here have NDDs and it is due to 
stuffs like drug abuse” (Line 490-493). 
 Participant 5 understands NDD from a psychological point of view, as he explains that NDD 
affects the learner’s ability to take in and use information in the classroom. In addition, he 
described it as a chemical imbalance from the environment in which the learners exist. He 
understands NDD to be a result of drug abuse, using a few learners in his class as example. 
The participant’s psychological understanding also played a role in his understanding, as he 
was able to see NDD from a different point of view which is linked to the abuse of drugs. 
Exposure to drug abuse has been linked to several neurodevelopmental disorders which 
involves abnormal cognitive functioning which is manifested in deficiency in mathematical 
calculations, poor concentration and impaired judgement. There are also some behavioural 
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problems attached to drug abuse which includes hyperactivity, impulsivity, stubbornness, 
lying and stealing (Committee on Substance Abuse, & Committee on Children with 
Disabilities, 2000). 
Participant 7 stated that….” NDD is a disorder that has to do with the cognitive functioning 
of the brain, it is a brain-based disorder, or I can say it’s a comprises of several disorders 
which affect the child’s neurological ability, this could be ADHD, ASD, intellectual 
disability, communication disorder, motor disorders and specific learning disorders. This is 
my understanding from the DSM5 document” (Line 515-518).  
Participant 7 had a more clear and theoretical understanding of NDD because she was able to 
give a detailed description of NDD with reference to the DSM 5 manual. I also observed that 
during the interviews, she had a sound understanding of the topic because she was currently 
doing her Bachelor of Education Honours programme in inclusive education and has been 
exposed to a deeper understanding of barriers to learning such as NDD in the classroom. This 
is a practical example of a teacher who understands NDD through an active participation in 
an activity setting.  
The findings from the theme on teacher’s understanding of NDD indicates that the 
participants understanding is fair enough to manage a classroom, and it was considered 
imperative by the researcher because it served as a starting point in exploring how they 
provide support for learners with NDD in the classroom. Most participants were able to 
describe a few manifestations of learners with NDD in the classroom. The responses of 
participants with regards to their understanding agrees with that of Al-Taj and Al-Oweidi 
(2017) on NDD which states that NDDs are disabilities that are associated with the brain 
which affects the child’s behaviour, memory or ability to learn, and that of the Alder and 
Nierenberg (2010) which agrees that NDDs are associated with the functioning of the brain 
and children with NDD experience challenges with language behaviour, memory, learning or 
other neurological functions. The researcher accepts that teachers who understand the nature 
of the barriers to learning such as NDD in the classroom are more likely able to provide 
support for learners. Having discussed the findings on the teacher’s understanding of NDD, 
the next theme discussed will be the teachers’ views of the kinds of NDD found in their 
mainstream classroom. 
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5.4 Formulation of Theme 2: Teachers’ views of the kinds of NDD 
Theme 2 emerged because of the various opinions of the participants on the kinds of NDD 
present in their mainstream classrooms. The first theme was aimed at getting to know their 
individual understanding on NDD, while this theme seeks to explore the teacher’s views of 
the kinds of NDD present in their mainstream classroom. The theme on the kinds of NDD 
includes the teacher’s identification of symptoms, observations and speculations of the 
various NDDs in the classroom. There were also a few diagnosed learners which the teacher 
confirmed who undergone through assessments and diagnosis by an educational psychologist. 
The significance of this finding implies that teachers who understands the nature of NDD 
should be able to identify the symptoms and manifestations of NDDs in the classroom. 
Teachers provide adequate support for learners with NDD when they can not only understand 
the nature, but also identify learners who exhibit these symptoms.  
5.4.1 Discussion of Theme 2 findings: Kinds of NDD 
According to the APA (2013) NDD begins at the developmental stage before the child begins 
grade school. These disorders consist of intellectual disability, autism spectrum disorder 
(ASD), attention deficit hyperactive disorder (ADHD), specific learning disorder (SLD), 
communication disorders and motor disorders. Children with NDD usually experience 
difficulties with speech and language, motor skills, behavior, memory, learning, or other 
neurological areas. The symptoms of NDD often change as the child keeps growing, in most 
cases some NDDs remain permanent (Gathercole & Alloway, 2006). Learners with NDD 
struggle to achieve high academic performance in the classroom and hence it is imperative 
that the teachers in the classroom understand and identify the kinds of NDD in the classroom 
in order to provide the additional support needed (Zoghbi, 2003). 
There were two major kinds of NDD identified by the participants and observed by the 
researcher as occurring in their mainstream classrooms. The six participants admitted having 
observed, identified and had a few diagnosed learners with ADHD and SLD. One out of the 
six teachers indicated that she had a learner who was diagnosed with ADHD and receiving 
medications. The six participants reported to have identified and observed symptoms such as 
learners who are excessively hyperactive, noise making, unnecessarily stubborn and 
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disruptive, lack the basic skills to read and write as well as solving basic mathematical 
questions in the mainstream classroom. 
 This finding is in line with that of Pastor and Reuben (2008) which confirms that the 
prevalent symptoms of NDD in most mainstream classrooms in the United States of America 
are mostly ADHD and SLD. The various response of participants on the kinds of NDD will 
be discussed in the sub-themes below. 
5.4.2 Attention Deficit Hyperactive Disorder 
 Hyperactivity and distractibility form a huge part of the phenomenon called Attention-
Deficit/Hyperactivity Disorder (ADHD). ADHD is referred to as an insistent pattern of 
inattention and/or hyperactivity-impulsivity that obstructs development, has symptoms 
presenting in two or more settings (e.g. at home, school, or work), and negatively impacts 
directly on social, academic or occupational functioning” (APA, 2013). ADHD affects the 
executive functions (activation, focus, emotion, memory, and action) of a learner’s cognitive 
processing (Holtmann et al., 2008). Executive functioning is essential to carry out the 
challenging and complex tasks required in a higher level of education. Learners with ADHD 
are the ones who continuously disturb, interrupt, and unnecessarily discuss with other 
learners in the classroom during lesson, thus negatively impacting executive functioning. 
Two participants spoke about ADHD as part of the NDD experienced in their mainstream 
classroom. Participant 2 reported on how she observed the learners in her classroom and was 
able to identify a few learners with ADHD.   
She stated that…” Uhmmm for me in all the classes I have thought I see that ADD…sorry 
ADHD seems to be more prevalent. Yes ADHD (201-202). it’s from my observation…from 
the symptoms you can dictate. Like learners moving up and down, always looking for 
permission to go out. Consistently disrupting other learners. You see them very 
restless…always discussing with classmates… Find it difficult to concentrate and do 
classwork. With this symptoms yeah….one should dictate that the child may have ADHD” 
(205-209). 
 
Participant 3 concurred by saying that….” I observed them, and one has been diagnosed. Like 
when you see a child consistently being up and down. Not sitting at a place, being excessively 
disruptive. Not concentrating at all. So, when you see these signs it easy for you to know And 
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Yeah, they are about 3 of them with ADHD in my entire classroom and they are diagnosed. 
One takes medication” (301-306). 
From the above finding, the researcher was able to acknowledge the participant’s ability to 
observe and identify the symptoms of ADHD in the classroom which is highly expected of 
every teacher in the classroom. Although participant 3 had an ADHD learner that had already 
been formally diagnosed by a medical professional, participant 2’s observation cannot be 
completely ignored as it presents a few symptoms of ADHD in the classroom. The researcher 
may not completely agree as the symptoms have not been confirmed by a medical doctor on 
an educational psychologist. This however justifies the previous theme which discussed the 
teachers understanding of NDD as it is imperative for teachers to understand NDDs to enable 
them identify learners with such possible disorders in their mainstream classroom. Teachers 
who are able to observe and identify learners with disabilities in the classroom will 
effectively provide the required additional support needs (Alder & Nierenberg, 2010).  Close 
observation of learners in the classroom enables the teacher to keep a track record of all the 
learners who need some form of support to achieve a high academic performance (Reiber & 
McLaughlin, 2004). 
Participant 7 also stated that… “I have two learners with ADHD in my class. These both 
learners are diagnosed and the both of them are on medication. Recently the second learner 
stopped taking his medication because his other parent passed away and they are no longer 
able to afford his medication. This is a challenge because it’s not easy accommodating him in 
the class” (Line 602-608).  
Participant 7’s view reflects the evidence of learners with NDD such as ADHD in the 
classroom, as she expected to accommodate diagnosed ADHD learners in her mainstream 
classroom. The participant also explained how difficult it is currently to accommodate a 
learner diagnosed with ADHD whose parents can no longer afford medications. This finding 
does not only confirm the study of Karhu, Närhi, and Savolainen, (2018) which agrees with 
the prevalence of ADHD in the classroom, it bear testimony to the views of Adler and 
Nierenberg (2010) that teachers may experience difficulty in the classroom especially in 
situations where learners with ADHD are not followed up on the intake of their medications. 
From the critical incident report, participant 7 also reported an incident about a learner Seb 
(Pseudonym) who was diagnosed with ADHD and is currently on medications. Participant 7 
stated in her report that Seb was not clam or settled in the class and always disrupted most of 
her lessons, by consistently reporting his classmates, leaving the class, standing up to walk 
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around and distracting other learners. She stated that Seb struggled to finish his work and in 
most cases he is always out before the class is over. Seb was hardly in class and never was 
less concerned about his class work. This made him attain low grades and she is unsure if he 
will move to the next grade. The support provided for Seb will be discussed in the theme on 
Support strategies.  
5.4.3 Specific learning disorders 
The next kind of NDD symptom identified by participants in this study is called Specific 
Learning Disorder (SLD). SLD can be described as a developmental disorder that begins at 
school-age, although it may not be predictable until a later period (APA, 2013). SLD may 
manifest itself in challenges with learning major academic skills like reading, writing and 
mathematical calculations. Although it may not necessarily be because of the absence of 
teaching or lack of instruction in the classroom but may affect the basic skills that are vital 
for learning such as reading single words, reading comprehensive paragraphs, hand writing, 
spelling, pronunciation and basic mathematical calculations. Problems with these skills may 
result to difficulties learning in other academic subjects, such as history, science and social 
studies.  (Johnson et al., 2010).  
Participant 1 stated that….” this school now is a government township school. The NDD I 
have really noticed is that of learners who cannot write correctly yoh! It is just too much.  
Learners here suffer from reading, writing and spelling problems. Yes… I am able to identify 
him but it is not diagnosed but the signs are clear that he has dyslexia …. like he struggles to 
write correctly, the spellings are way too wrong… for his age it’s not meant to be so.”(Line 
17-24). 
 
The views of the kinds of NDD in the mainstream classroom explained my participant 1 
arises from her experience from teaching in a township school. Although she admits the 
symptoms are not diagnosed by an educational psychologist, she emphasises that her 
observations may be, since the learner in her class struggles a lot with reading, writing and 
spelling which does not align with what is required of him at his age. While there is a 
possibility of agreeing that learners exhibiting these symptoms may have experienced poor 
teaching and inadequate learning because of the limited resource of teaching in the township 
areas, I may also agree that the learner could have a challenge with reading, writing and 
spelling. However, this decision can only be confirmed by an educational psychologist. 
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Participant 2 states that...” There is a learner who doesn’t know how to write. There is this 
other child who tries to understand but you just have to explain nicely….and they loveeeeee 
attention. Yoh like too much!!! I think they have a combination of different things. Yes it… 
that is what I have realised, they all have a combination of so many things. Like one child 
having reading and writing with cognitive problems…like just a mixture of so many things” 
(Line 105-112.  
Participant 2’s views on the kinds specific learning problems ranging from inability to write, 
read and a few cognitive challenges which is not commensurate to learners in that age and 
grade level. In addition to learners not being able to read or write properly, participant 2 also 
added that the learners love to be attended to by the teacher and often get emotional if they do 
not get the attention that they seek.  
 
Participant 6 states that…… “It is basically reading and writing. They mostly do not 
understand the questions. They find it difficult to read and understand. You need to help them 
to read. They don’t write nicely at all” (505-508). 
The various responses from the participants indicate that are able to identify learners with 
specific learning disabilities in their mainstream classroom. Although, these NDDs are not 
diagnosed as stated by participant 1 there is also evidence from their identifications and 
observations that these NDDs may be present in the classroom. Participant 2 reported learners 
having a combination of reading, writing, and challenges with cognitive functioning and 
learners being unable to understand concept and instruction except when explained in a slow 
and more deliberate manner. This concurs with the findings Reiber and McLaughlin (2004) 
which states that learners who have SLD may also experience challenges in their cognitive 
functioning which may also affect their ability to comprehend or understand what is being 
taught in the classroom. Apart from inability to read, write and spell, participant 3 also spoke 
the prevalence of learners who struggle with basic mathematical calculation classroom in 
subjects like Economic Management Science (EMS).  
Participant 3 shared his experience by stating “In maths they struggle more with addition 
subtraction division and multiplication. I have learners who can’t do maths at all, I teach 
EMS and you know it’s full of basic calculations, but you know these learners struggle with 
basic calculations. They struggle with adding numbers, like as we speak now am marking and 
you see it is crazy what you see here” (Line 398-401). The above quote clearly describes the 
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struggle of learners who experience difficulty with basic mathematical calculations in the 
classroom. This struggle is basically the inability to carry out simple arithmetic calculations.  
Participant 7 also stated that. “I teach maths, my learners struggle with mathematics a lot. It 
is difficult to say its dyscalculia because they have not been diagnosed, but the truth is they 
really struggle with maths a lot. They also struggle with reading and understanding because 
they can’t even read the maths questions and understand the formula before solving. I also 
observed that their writing is very poor at least for their age and level” (Line 603- 607). 
Participant 7 presented an interesting discussion about learners who struggle with 
mathematics. I noted that she was cautious to say they have dyscalculia because they are not 
yet diagnosed. She also admits that learners struggle to read and understand the mathematical 
concept and therefore they experience a lot of difficulties with maths and calculation. It was 
interesting to hear that participant 7 was not keen about labelling her learners based on the 
symptoms she observed as most teachers will likely do. As Butterworth, Varma, and 
Laurillard (2011) agrees that learners within the mainstream environment struggle with 
mathematical calculations and often experience difficulty with other subjects in the classroom 
as well, it is therefore imperative that teachers are able to identify these NDD symptoms in 
order for them to provide solution to the challenges of these learners. However, it is also 
important for teachers to avoid labelling as these symptoms may be a result of poor teaching, 
lack of support, diverse background and experience.  
From the critical incident reports, Participant 3 reported an incident of a learner Agie 
(Pseudonym) who struggle to read and write in her class. Agie inability to read and write 
made her struggle to complete class activities. According to the reports, this made Agie cry 
and isolate herself while the class was going on. Participant 3 noticed Agie was afraid, her 
hands were shaking as she struggled to read or write what was given to her in the class with 
other learners. The support strategy applied for Agie will be discussed in the theme on 
support strategy. 
5.5 Inappropriate or Misdiagnosis of learners 
This section on misdiagnosis of learners although it doesn’t answer directly to any of my 
research questions is aimed to debunk the notion of misdiagnosing or labelling learners as 
NDD, which may not be ideal for an inclusive environment. While the previous theme is 
aimed at getting to explore the participant’s views on the kinds of NDD in the classroom, it is 
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also imperative to note and discuss the issue of misdiagnosis which could be a possibility in a 
study like this. Coutinho, Oswald, & Best (2002) opines that there is a persistent 
misdiagnosis and incorrect placement of learners from diverse backgrounds in special 
education and mainstream classes. Learners who are younger than their age may be 
misdiagnosed as parents and teachers could mistake their immaturity to be ADHD or any 
classroom inability (Elder, 2010). Using within-grade standards as a basis for diagnosis may 
also impact negatively on older children rather than younger ones. For example, ADHD in 
older children may be more difficult to identify than in younger children, who may easily 
exhibit hyperactivity and inattentiveness.  
Edwards (2009) argues that in most cases, both young and older children are over diagnosed 
due to their inability to adjust or meet the expectations of the age or grade they find 
themselves in. In this study, I argue that teachers may be misdiagnosing the NDDs in the 
classroom. This is not to say that there is no true evidence of these symptoms. However, 
these symptoms could also be as a result of learning problems resulting from factors such as 
poverty, social background poor teaching, and illiterate parents. During the interviews, after 
discussing the participants’ views of the kinds of NDD in the classroom, I also ensured clarity 
by asking them of their thoughts on misdiagnosis and if they think they are in any way 
misdiagnosing the learners in their classroom. 
Participant 7 stated that... “I think teachers sometimes misdiagnose learners by saying they 
have ADHD because they are stubborn and disruptive while that may not necessarily be the 
case. Sometimes when you teach learners after break, they get less interested or become 
noisy and that may not necessarily be ADHD. It could just be that the learner is tired and not 
able to learn. I am careful not to label learners the way I see other teachers do especially 
when it is not diagnosed” (Line 583-583). 
I found the participant’s view of misdiagnosis very interesting as it is likely that learners may 
exhibit a particular symptom of a disorder but that in itself is not is not conclusive evidence 
label the learners to have such a disorder. Participant 7 agrees that time and period of the 
class may constitute to part of the reasons why learners do not learn as expected. She reported 
on her being careful about labelling or misdiagnosing a learner due to a manifestation of a 
symptom, which could be due to some factors in the classroom.  
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Participant 8 also stated that... “Teacher need to acquire a certain qualification before they 
can diagnose learners. It is possible that a teacher could label a learner because of a 
repeated behaviour, but the truth is you cannot really be sure” (Line 723-726)..  
Participant 8 explained that teachers require relevant qualifications to enable them to 
diagnose or assess learners. He agreed that teachers can label a learner due to a repeated 
behaviour. However, the teacher may not be right in making such an assumption without the 
help of a specialist.  
Participant 9 reported that… “I can’t say I am misdiagnosing because in my own case, my 
learners are very stubborn have bluntly refused to learn or do anything. So now I can’t say 
they have a disorder because am not sure if it’s because they don’t want to learn of its really 
a disorder. In this case now, it’s difficult to even say, all I see is just symptoms of this and 
that” (Line 710-7114). 
Participant 9 explained that her learners behaved differently, exhibiting an unwillingness to 
learn and that she would be amiss to label them as it could be a misdiagnosis. This is because, 
she is not sure if the symptoms they exhibit is because of their unwillingness to learn or that 
they actually have a disorder. The location of a school also plays an important role in 
determining the exhibited response learners provide in terms of their learning. Schools in the 
rural area are faced with the challenge of lack of resources, underfinancing, poor educational 
background and a decreased availability of experienced or qualified teachers (Fletcher & 
Navarrete, 2011). This inadequacy also plays a major role in the learner’s academic 
performance and maybe mistaken to have an NDD whereas that is not the case.  
5.6 Formulation of Theme 3: Support Strategies 
The theme on classroom support strategies was a collated response from the experiences 
shared by the participant on the support strategies used in accommodating learners with 
NDD. The previous themes discussed the participants understanding of NDD as well as the 
kind of NDD and misdiagnosis experienced in the classroom. This theme answers the major 
research question of this study which is understanding how newly qualified teachers 
accommodate and support learners with NDD. This theme discusses the support strategies 
used by the participant in accommodating learners with NDD in the mainstream classroom. 
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From an activity theory perspective, the support strategies here refer to the several 
appropriations of conceptual (e.g., curriculum guidelines and teaching approaches) and 
practical tools (e.g., teaching materials and lesson plans) applied and used by the participants 
in accommodating and supporting learners with NDD in the mainstream classroom (Yuan, 
2017). This theme also answers the major research question on how newly qualified teachers 
support learners with NDD in the classroom. The Activity theory provides a suitable 
analytical lens for understanding how these tools are appropriated to achieve support in the 
classroom.  
5.6.1 Discussion of findings on theme 3: Classroom Support strategies 
As reviewed in the literature in chapter 2, the word “support” for this study refers to all the 
classroom activities that enables the teacher to respond to the diverse needs of learners in the 
classroom (Mahlo, 2011).  Support also involves the teacher providing some level of 
assistance to leaners with diverse needs in the classroom, thereby enabling them to learn 
effectively with their peers in the classroom (Calitz, 2000). Support is achieved by using 
different learning strategies, learning styles and maximising the learner’s own abilities to 
establish effective learning in the classroom. 
Participants in this study identified different support strategies used in accommodating 
learners with NDD in their various mainstream classroom. Most of the participants in this 
study testified to have been very successful in using these support strategies to accommodate 
learners in the classroom while some other participants also expressed their disapproval of 
some the strategies. The various support strategies will be discussed in the sub-theme below.  
Cooperative learning/Group work: As reviewed in chapter 2 (Literature review) Johnson and 
Johnson (2014) revealed that cooperative learning improves learners’ thinking and creative 
skills and it allows them to actively communicate with each other. Teachers who applied 
cooperative learning as a teaching strategy in the classroom testified to the improvement on 
the academic achievements of learners in the classroom, especially for learners with 
disabilities. Cooperative learning is a method that involves group work which reduces the 
manifestation of hostile situations and encourage learners working together with their peers 
(Abdullahi, Hashim, & Kawo, 2017). Cooperative learning has been proposed by many 
educators to be implemented in classrooms to produce lifelong learners and critical thinkers 
(Lunenburg & Irby, 2011). In this study two participants identified cooperative learning to be 
a very helpful support strategy in accommodating learners with NDD in their classroom. 
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Participant 4 emphasised how beneficial cooperative learning was for the learner with ADHD 
in her classroom. 
 
Participant 4 stated that…. “I use a lot of group work. Like for those learners with ADHD, I 
make them group leaders so that they can focus at least” (line 313-315). 
Participant 5 also agreed by saying that… “You see with me neh? I don’t put them in 
alphabetical order, I make them work in groups and I walk round and round my class a lot. I 
want to see everything, I look at their work to see if they are doing it properly and if they are 
not getting it well. I hold them during break” … (line 431-433).  
This finding agrees with the study of Tan & Cheung (2008) which investigated the efficiency 
of cooperative learning as a strategy amongst learners with ADHD in the classroom. Their 
study also reports on the extent to which cooperative learning increases the participation of 
learners in the classroom as it maximises their uniqueness, contributing to their benefit. 
Participant 4 was able to accommodate learners with ADHD symptoms in her classroom by 
making them group leaders of the learning groups during classroom learning activities. This 
strategy will not only enhance their participation but will enable them to concentrate and 
dedicate their attention to see that the group performs well while learning in the process 
(Emmer, Evertson, & Worsham, 2009). Murphy, Grey, and Honan (2005) agrees that learners 
with ADHD who work in small groups cooperatively have proven to be an effective way of 
mastering the curriculum. Cooperative learning plays a significant role on learners’ academic 
achievement in learning and practicing concepts taught in the classroom in Lebanon (Chatila 
& Al Husseiny, 2017). 
The critical incident reports also indicate the effectiveness of cooperative learning as a 
support strategy that improves learning. Sebs, a learner diagnosed with ADHD which was 
discussed above was supported using cooperative learning by participant 7. This was done by 
consistently placing him in small groups to work with his peers. Seb was put in groups to 
work during class activities and task. He was assigned to control the group and assist the 
group leader. Participant 7 acknowledged that cooperative learning worked well for Sebs as 
he had so much strengths in leading and getting things done. Regardless of his barrier to 
learning, Seb’s group was always the first to get their work done and present to the class and 
Seb was found actively engaged with his group members, ensuring that they understand their 
task and finish up all that is assigned to them. 
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Participant 7 had a different view towards the use of cooperative learning in the classroom. 
As she explained that… “I rarely use cooperative learning in the classroom because learners 
take advantage and do not do their work at all, instead they become noisy and use that 
opportunity to chat with their classmates about what to do over the weekend. So, I stopped 
using it, it wasn’t really beneficial to me. I prefer to walk around and have a close watch at 
them while they do their class activity”.  
While other participants agreed to the success of cooperative learning to support learners with 
NDD in the classroom, participant 7 seems not to have been successful with this method. She 
explained that using the cooperative learning strategy leads to undue noisiness and precludes 
learners from concentrating on the task given, rather they see it as an opportunity to interrupt 
the lesson by having unproductive discussions with their peers in the group. Participant 7 
preferred the close monitoring method of moving around to ensure that learners were actively 
participating in the class work while providing individual assistance rather than putting them 
in groups to work on their own.  
As reviewed in the Chapter 3 of the literature review on teaching approaches, Engelbrecht et 
al. (2015) noted that in South Africa the size of a class can hamper the effectiveness of 
cooperative learning strategy in the classroom as it could cause increased noise level and 
trigger behavioural problems. This confirms the findings from Participant 7 on the 
disadvantage of cooperative learning in the classroom especially amongst learners who are 
highly disruptive and unwilling to participate in the classroom. While most authors agree that 
cooperative learning is beneficial for active participation in the classroom, it is also noted that 
there are some challenges associated to this approach as it is considered to be time 
consuming, difficult to manage and requires more efforts by the teacher in terms of planning 
the lesson (Alias et al., 2018).  
Visual aids: The next support strategy used by the participants in this study is visual aids. 
Visuals play an essential role in the teaching and learning of different subjects in the 
classroom (Van Staden, 2011).  Most often, visuals aids are used to describe and clearly 
explain certain concepts that learners cannot understand through direct instruction (Ajayi, 
2008). As reviewed in Chapter 2, the use of visual aids can be used to scaffold learning 
through the use of pictorial evidence that can stimulate critical thinking and constructive 
understanding of the subject (Mansourzadeh, 2014). Both researchers and teachers agree that 
visual aids have a great potential in helping learners understand concepts but in practice, 
these visuals do not always live up to their promise (Cook, 2006). Participants in this study 
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shared their experience on the use of visual aids in the classroom with regards to its 
effectiveness in terms of accommodating learners with NDD in the classroom. 
Participant 4: “You know I use lots of pictures, so it helps them to understand and identify 
what we are learning. And you know my kids know how to draw a lot. So we use drawing a 
lot to understand stuff while teaching, but so far so good it has not been so bad. Their 
learning has improved “(Line 333-337). 
 
Participant 5: “Especially when I use the PowerPoint, the kids love to see images a lot. It 
makes them understand better. And I get to see it in the way they answer questions during the 
exams, you can always see that visual aids make them understand things more and more” 
(line 450-457). 
 The participant’s response presents evidence of the use of visual aids in supporting learners 
with NDD. Participant 4 discussed how the effective use of visual aids has been successful 
especially in the way leaners respond to summative assessments. Notwithstanding, Mathew, 
and Alidmat (2013) agree that the use of visual aids can be used to improve the reading and 
writing of learners especially when they are given any kind of summative assessments such 
as exams, or test. These findings report that the use of visual aids can assist learners to 
understand the content of the lesson and participate actively in the classroom without having 
any fear of providing wrong answers (Lanir, Booth, & Findlater, 2008; Allen, & Marquez, 
2011).  The use of visual aids and multimedia can help the students to absorb the content and 
become interactive in the classroom with no fear of giving wrong answers or, having trouble 
being a participant in the class because of shyness (Mathew, & Alidmat, 2013; Halwani, 
2017). 
The critical incident reports also confirmed the use of visual aids to support learner in the 
classroom as Participant 4 reported to have use charts and drawings to explain concepts to 
learners who always struggle to understand concepts. She ensured that the learners 
understood what was taught using different pictures and drawings. These learners were asked 
to see and hold the pictures personally then pass to the next person seated beside them. 
Participant 4 made efforts to mention objects with images to establish proper understanding 
of the words pronounced during the lesson. Learners were excited about the pictures and 
drawings, which also increased their concentration levels as they were able to share their 
thoughts and opinions with the teacher. The use of visual aids also increased the participation 
109 
 
of learners and reduced distraction, the drawings made them curious and teaching one another 
what each of the pictures signify. 
Curriculum differentiation: The inclusive learning environment is known to have diverse 
learners with different needs. Nevertheless, curriculum differentiation is seen as a way of 
ensuring that inclusion is implemented in the classroom. Barriers to learning can be addressed 
in the classroom if teachers make use of various curriculum differentiation strategies 
(Department of Basic Education, 2011). Curriculum differentiation is recognised as a support 
medium of meeting the needs of South African learners in inclusive settings. It is a major 
strategy used in catering for different levels of ability, and to lessen the effect of barriers to 
learning in the classroom (Muller, 2009). Participants in this study differentiated the 
curriculum in diverse ways to ensure that the learners with NDD in their classroom receive 
support.   
Participant 5 stated that…. My school has an intervention class, so I have intervention classes 
for learners who struggle. I try to find better ways of helping them, like taking them through 
the basics, I try to check where the problem is, like some do not know how to use the 
calculator. I try to teach them how to read and write. Like looking for better pictures, 
diagrams and making use of mind maps that will make them understand. Well…I started this 
in first term, particularly the grade 8 learners who didn’t know how to grasp information. 
This support I render through my intervention class has helped them a lot even for preparing 
for their exams. These classes have improved their marks (Line 416-419). 
Participant 6 also stated that…”my major support is done through my maths extra classes 
which holds for an hour twice a week. In this class, I take time to assist learners who can 
read, write, spell, and especially maths as well. I use this class to assist these learners 
because they are not able to meet up with the normal class curriculum. So this class is used o 
differentiate the curriculum for them in a way” (line 404-409). 
The use of intervention classes and extra support was used to cater to learners with 
experiencing difficulty with reading and writing. Participant 5 used intervention classes (extra 
lessons) to teach learners who struggle to write.  During the intervention classes, participant 5 
spent time in exploring better methods of learning to help learners understand what they 
couldn’t learn during the normal class period. He also started all over by making sure, he 
explained the basics of certain concepts. Thus, providing learners with the opportunity to 
110 
 
understand what they may not have been able to grasp during the normal class period.  On the 
other hand, Participant 7 used the extra classes to improve the performance learners in maths. 
These classes were used to assist learners who are not meeting the outcomes of the 
curriculum. Both participants’ responses also indicate that the use of extra or intervention 
classes provides extra time to support learners, by teaching and allowing them to learn at a 
pace that is suitable to their ability. Extra classes are a medium to help learners learn better 
than they would do in the normal class setting (Prinsloo, 2008), it provides them the luxury of 
time to ask questions, make mistakes and get correction as this may not be achievable in the 
main class setting due to time constraints. 
From the critical incident report of Participant 5, he reported about Nany (pseudonym) who 
struggled to do basic EMS calculations in the classroom regardless of the repetitions, slowing 
pacing, and use of examples to achieve mastery and understanding. Nany got frustrated in the 
class, cried and refused to talk to anyone as she threatened to be suicidal. Participant 7 
supported her by allowing her to relax, then he differentiated the curriculum for her by 
dividing the work into smaller bits, gave her easier task that enabled her to understand what 
was required and she was able to do her work on her own. Participant 5 reported to have 
gradually repeated the process until she was able to master and understand a topic before he 
can move to another. Although Nany was not following the school curriculum because of the 
support rendered by the teacher, Partcipant 5 testifies to have recorded visible progress in 
Nany’s performance as she is able to attempt some calculations that were previously a 
struggle.  Participant 5 also added in his report that he did refer her to the school counsellor 
for further counselling an advice.  
Peer learning: Peer tutoring is an avenue for providing instruction individually to learners 
from their peers who have mastered a concept to teach and engage with each other (Friend & 
Bursuck, 2002). Learners tend to benefit to a greater degree when they are taught by their 
peers in the classroom. The explanation by a peer sometimes tends to shed relevance and this 
proves very helpful in understanding the content (Boud, Cohen, & Sampson, 2014). Learners 
also seem to be more comfortable with asking questions to their peers in areas they do not 
understand (Hoxby, 2000; Hughes & Fredrick, 2006). Although peer tutoring is considered a 
relevant strategy, is should not be applied without proper caution. While investigating the 
efficiency of peer learning amongst learners with ADHD Tan and Cheung (2008) found that 
peer learning helped to increase understanding when working with computers and these 
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learners were able to participate actively by learning from each other on how to use the 
computers. In this study, two identified having used peer learning as a support strategy for 
learners with NDD in his classroom.  
Participant 3 stated that…” Apart from uhmmm simplifying their work, giving them extra time 
and consistently checking on them. I also make them seat close to someone who knows the 
work better so they can learn from them” (Line 223-225) 
Participant 4 stated that…” More also, you see this peer learning really works. I never knew 
all this while. I only realised just last term, especially when I pair the strong and the weak 
learners together. Like you see them teaching each other and engaging nicely with 
themselves. It is also another way that these learners have been able to receive support” 
(423-430). 
Participant 3 combined the use of peer learning with other support strategies like simplifying 
her learners’ work, giving them extra time, consistently checking on them and allowing them 
to be seated with peers who may be more knowledgeable on the topic. While Participant 4 
acknowledges that peer learning has been a good support and contributes to learning better, 
especially when stronger learners are paired with weaker learner. Participant 5 corroborates 
that there is a good level of participation amongst learners when the method is applied, and it 
has been a good medium of support to learners with NDD in the classroom. Watkins and 
Wentzel (2008) opine that learners tend to understand and teach better when they are with 
their peers. These authors revealed that there is a positive change when learners engage in 
learning by teaching themselves.  In confirmation to this finding, Tan and Cheung (2008) 
assert that peer learning is an effective approach that can be used to support learners with 
disabilities in the classroom. It is evident from the participant’s response that peer learning 
was a successful support strategy used to accommodate and support learners with NDD in the 
mainstream classroom. 
Agie who exhibited symptoms of SLD as reported by Participant 3 was supported through 
peer learning. Participant 3 reported to have peered Agie with a stronger and more mature 
learner who closely assisted her in class and her peer tutor made sure she was coping well 
with other subjects that they had together. According to the report, Aggie testified that she 
understood better learning from her tutor and she had no challenge with asking her questions. 
Her peer tutor always provided her with notes, and they did most task together. Participant 7 
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noted that Agie slightly improved and was no longer crying or feeling helpless with her 
studies.  
The above findings agree with that of Cooper (1999) and Baiduri (2017) which opines that 
learners tend to overcome shyness and fear when it comes to asking questions and trying to 
understand basic concepts in the classroom. Peer learning could be used to accommodate 
learners who have very low cognitive function as they may be able to talk freely with their 
peers about the areas they do not understand. 
Constant check-up and individual consultation: Consistently checking on learner’s work 
and individual consultation is a way of providing support to learners with barriers to learning 
in the classroom (Ortiz, Wilkinson, Robertson-Courtney, & Kushner, 2006). This theme 
discusses how participants were able to provide support by monitoring and consulting one on 
one with their learners. Participant 1 spoke about consistently checking up on learners and 
keeping a constant eye on them while they work in the classroom. In addition, participant 2 
also spoke about the usefulness of consistently checking up on learners with NDD during 
lessons and having individual consultation with them after lessons. 
Participant 1 stated that….” Uhmmmm…I can’t lie, I have not really done much. But I try to 
encourage and support the learners who can’t read and write, I have also tried checking his 
notes and also kept a constant eye on him” (Line 38-40)….. 
In agreement to the view of participant 1, participant 2 said….” I tried to love them and listen 
to them and I tried to give them time and one on one session to make them understand. I try 
breaking my teaching into small bits to see how they understand best (Line 126-129). I 
usually have one on one chat with them, I consistently check on him like when I give my 
learners work so I ask hey... My boy! How far have you gone? Are you done. Keep writing. 
Stuffs like that”. (Line 216-218). 
The above discussed support strategy was shown by the participants to be an effective means 
of supporting learners with NDD in the classroom. Piccinin and Moore (2002) also suggest 
that consulting individually with learners is an effective way to help them improve their 
learning experience, since the short lesson period may not meet the learning demands of all 
learners with disabilities in the classroom (Vickerman & Blundell, 2010). These authors 
recommend that learners can visit their teachers for consultation to gain clarity on concepts 
that were not understood during the normal lesson periods. Furthermore, Magi and Mardeusz, 
(2013) confirms how individual consultations enable students to understand what is being 
taught in the classroom better than they did during the lesson.  
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From the critical incident reports, participant 9 also reported about Learner Bee (pseudonym) 
who couldn’t write or read correctly despite her age, according to Participant 7’s report, 
Bee’s inability to write and read correctly made her cry and feel inferior amongst her peers 
and this was a major distraction to her in the class because Bee was always found alone and 
sad during lessons or while any task was going on. Participant 7 intervened by having 
individual consolations with Bee to know her needs and struggles. While she provided 
individual assistance to Bee, she also assigned her to a mature peer that could assist her in 
other subjects where she had challenges, and informed Bee’s English teacher of Bee’s needs 
to be assisted with reading and writing. Bee was comfortable with her peer tutor and she was 
able to learn gradually. Participant 9 also added that peering her with another learner also 
helped Bee to stop being sad and moody in class as she was able to have someone to talk to 
and learn from. 
Ability grouping: Ability grouping is the popular classroom practice that involves placing 
learners in groups or according to their academic abilities in a subject or skill (Richards & 
Schmidt, 2002). There are various opinions to the support of ability grouping- most teachers 
consider ability-grouped classes less stressful and easy to manage other than mixed classes 
(Ireson, & Hallam, 2001). Teachers can attend to the needs of learners when they are 
grouped, as they may only need to adjust the teaching pace, aids and strategy to support the 
group rather than the mixed ability group. Learners find ability grouping less stressful 
because they can work at their level instead of struggling with other mixed abilities (Kim, 
2012; MacIntyre, & Ireson, 2002). Two participants in this study shared their experience 
using ability grouping as a support strategy to provide support for leaners with NDD in the 
classroom. These participants consider ability grouping effective support strategy and 
provided justifiable reasons for using it in the classroom.  
Participant 2 reported that …” these children? What I do is that I group them… like as a 
teacher you know that this is Group A B or C. So, from this grouping you get to know how to 
handle them during assessment. This makes it easier in terms of support and during 
assessment. Let’s say they are learning maths in their different groups the work is very 
different. I try to make it easier for those with low cognitive functioning in group C “(Line 
132-139).  
Participant 3 also stated that….” okay this is what I do. I group these learners into level 1 2 
and So this learners in level 1 are the very slow ones, like they struggle to read, write slowly, 
they learn slowly and do not understand anything. I must take it bit by bit. So, during test or 
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assessments I take time to explain I also give them extra time. But the other level do not have 
much issues with coping so it’s much easier. It is to help me reach them nicely and to where 
to focus more and pay more attention. You know like I just know that this set of people I know 
will they need more of my time and energy. I know how to handle them during class task” 
(Line 321-330).  
Participant 6 alluded that…” You see with me am new. Am still trying. Sometimes I give extra 
time during classwork, I group all learners who can’t read, and I give them more attention 
and extra help, so they can at least understand what is going on. I know it is not much but at 
least that is all I can do for now” (line 518-521)  
There are many arguments against, and criticism levelled at the practice of ability grouping in 
the classroom. Although participants in this study see ability grouping as a helpful support 
strategy, there are advantages and disadvantages levelled by critics against the practice. In 
analysing the participant use of ability grouping in the study, Participant 2 believes that 
ability grouping is helpful in providing support for learners with NDD during assessments. 
She explains that using ability grouping helps her to differentiate the kind of assessments 
given to learners during class activity and assessments. This ensures that learners are assessed 
according to their ability and not given tasks that are beyond what they are capable of. She 
believes that allowing learners to learn at their pace while they gradually grow into a higher 
level of learning and independence is more preferred than forcing them to learn in groups that 
are higher than their ability. 
In agreement to the view of Participant 2, Participant 3 considers ability grouping a better 
strategy for assessment during learning activities. She explained that grouping learners 
according to their abilities does not discriminate against a learner but is used to determine the 
level of assistance and support needed by each learner. Participant 3 also agrees that teaching 
a subject like mathematics will require different levels of classroom assessments as learners 
assimilate differently and therefore should be assessed differently. To accommodate the 
diverse learning needs in the classroom, especially with learners who experience challenges 
in understanding basic mathematical concepts and calculations, learners are grouped 
according to their ability and are given easier assessments to handle. Participant 3 agrees that 
this strategy supports the learner to learn and be assessed at their own learning pace as well as 
reducing high rate of failure. 
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Participant 6 uses the ability grouping method alongside with providing extra time for 
learners too ensure that learners with NDD receive assistance, regardless of how little it may 
seem. As learners are grouped according to different abilities, she support learners with NDD 
by allowing extra time for them to complete their task, knowing that they are slow to read, 
write and comprehend what is been taught in the class. This supports them to finish their task, 
avoiding unnecessary pressure and frustrations in trying to meet up with the faster learners. 
Kim (2012) discovered that the practice of ability grouping can lead to more work for 
teachers, as they are required to adjust materials for different levels. Also, many teachers 
indicated that they were assigning learners to lower level classes due to the stress involved, 
because grouping challenged learners together often results in classroom management and 
discipline difficulties. Kim (2012) discussed feelings of inferiority and embarrassment from 
the social stigma of being assigned to lower level classes, as there is a possibility that, 
because of their perceived low ability, these learners may develop “learned helplessness” – 
that is, they may begin to accept the notion that they are of lower level and therefore act 
accordingly (Luo & Tsai, 2002). There are also claims that ability grouping has a negative, 
effect on motivation. Hallam and Ireson (2007) suggested that ability grouping can be 
detrimental because all students compare themselves to other students, possibly leading to an 
increased negative self-concept. In the United States, where larger proportions of limited 
English proficiency students populate general education lower tracks, placement into these 
lower tracks appears to limit chances of future academic success (Kim, 2012).  
Furthermore, ability grouping has a positive effect for learners of lower than average 
proficiency, and a negative effect for learners of higher than average proficiency. Firstly, the 
results in Kim’s study have demonstrated that ability grouping can be effective in some 
contexts for lower level language learners, and it would be useful to continue with this 
practice. For more proficient learners, however, it would seem that some changes to the 
current practices are required. Kim (2012) suggests that one possible change is to group 
average to high ability learners together randomly, or by some criteria other than proficiency, 
thereby reducing the degree to which they are grouped by ability.  
Having discussed the support strategies used by participants in accommodating learners with 
NDD in the classroom, Participant 9 reported that she did not support the learners identified 
with NDD symptom in her classroom. This finding was interesting as I was very curious to 
know why she could not provide support for learners in her classroom. 
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Participant 9 stated that...” I can’t support these learners because they are not interested in 
any way, I have already given up. These learners one of them are old, like you see in grade a 
learner of 16 to 18 years while in grade 9 and 10, they are 21 and 22 years. They make 
mockery of every effort I make, even the peer learning and group work I use. Sone of them 
even threaten me, they go out to smoke while I am teaching. Some of them already have 
criminal records. Right now I don’t even feel safe. So I can’t even force them. I just teach and 
that’s all. I don’t give any support”.  
Participant 9 had a different response to the question of providing support in the classroom. 
The reason offered by her was because of the rate of obstinacy and unwillingness exhibited 
by her learners. She also justified her decision by the fact that her learners were more 
advanced in age and had entrenched mindsets about not needing to be supported. The 
participant here doesn’t feel safe, knowing that her learners are violent and already have 
criminal records. Hence, she resolved to just teach and not try to offer any kind of support to 
her learners. Concerning misdiagnosing of learners, she explained that her case was different 
because of the kind of learners she had. She is still unsure if the symptoms she identified is a 
result of their unwillingness to learn or really a disorder. The learners’ unwilling attitude to 
learn or receive assistance from the teacher is capable of limiting and hampering the teacher’s 
ability to teach or make any positive impact. Learners who are resistant to being taught and 
display are obstinate streak and an impervious attitude to learning always end up not 
achieving any learning outcome.  
5.7 Formulation of theme 4: Teacher’s knowledge on inclusive education 
Teacher’s knowledge on inclusive education is essential especially in determining how 
learners with barriers to learning in the classroom receive support in the classroom (Salako, 
2014). In a bid to answer the first research question on how newly qualified teachers 
accommodate and support learners with NDD, the theme teacher’s knowledge on inclusive 
education was formed from the various responses of the participants with regards to the 
question asked on the benefits of their knowledge on inclusion in their classroom practice as 
new teachers. Having interviewed and observed the participants providing support using 
various strategies in the classroom, the researcher was also curious to understand if their 
knowledge on inclusivity plays a role in the support provided for learners with NDD.  
From an activity theory perspective, the teacher’s knowledge on inclusive education could be 
referred to as the conceptual (Theories, policies and principles) and practical (teaching 
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practicum and experience) tools acquired from the activity setting that influences or guides 
their understanding on how to provide support for learners with NDD in the classroom. The 
theme of teacher’s knowledge discusses how the teacher’s knowledge on inclusive education 
which is one of the conceptual tools acquired in the activity setting of the participants, assist 
the participant in providing support for learners with NDD in the classroom.  
5.7.1 Discussion of theme 4 findings: Teacher’s knowledge on inclusive 
education 
Florian (2014) states that teachers who have a good knowledge of inclusive education are 
better able to accommodate and provide support for diverse needs of learners than those who 
do not have any form of knowledge. Avramidis and Norwich (2002) posits that teaching 
learners with disabilities is less stressful for teachers who have a good knowledge and skill on 
the practice of inclusive education.  Participants were asked about their knowledge on 
inclusive education acquired during their teacher training and if it has in anyway helped their 
practice particularly with supporting learners with NDD. All the participants in this study 
admitted having been a better teacher because of the knowledge on inclusive education. 
Spratt and Florian (2015) submits that teachers who are trained to teach inclusively tend to 
perform much better in the classroom than those colleagues who are not trained. This implies 
that the knowledge they have on IE in the classroom is able to guide their practice as teachers 
in ensuring that learners with diverse needs in the classroom are accommodated and catered 
for.  
The participant’s findings also acknowledged and confirmed the study of Campbell, Gilmore, 
and Cuskelly, (2003) that teacher training programmes on inclusive education can also help 
teachers see learners with disability differently and also look for better ways to assist them in 
the classroom. 
Participant 1 described how her knowledge on inclusive education helps her to identify 
learning problems. She stated that……. “Yes Jane….like seriously it is hey!! Like I can at 
least identify these learning problems like I know the symptoms when I see it. I am not afraid 
or stressed; I know what to do…even though it might not be a lot. But I think I still need to 
look at my notes for some more info on dyslexia. But yeahhhh…my knowledge on IE has been 
helpful to me and has given me a different outlook on learners with disability” (Line 66-71).  
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Participant 2 reports that...” yess… it has made me understand these children, and I know 
what to expect and most especially I know how to deal with what I see. like the short-term 
memory issue for me it is not a problem. I understand how they function and I know what to 
do. Like you teach something today and by tomorrow they have forgotten. For me it is not a 
challenge because of my background and knowledge on inclusion “(Line 166-171).  
Participant 4 also stated … “Like a lot. Too much I tell you. Because I think without having 
that knowledge you will continually use one method.  With me I try so many things. I spend 
the whole day, trying a lot with these learners “(Line 354-356). 
The participants’ response indicates that the knowledge and training on IE acquired during 
their teacher training programme has been highly effective as it has expanded their 
knowledge, enabling them to better understand the diverse needs of learners in the classroom. 
Participant 1 explained how her knowledge of IE has helped her to identify symptoms of 
many learning barriers in the classroom, rather than being scared or stressed as most teachers 
may be. She also testifies that her knowledge on IE has changed her perceptions towards 
learners with disability. Participant 2 also added that her knowledge has helped her to 
understand how learners’ function, providing an example of learners who are not able to 
retain information for a long period of time. For her, this is not a challenge now because she 
understands how they function. Participant 3 mentioned that, without having good knowledge 
on IE, teachers may be constrained by applying one method of teaching to their classroom. 
As she reports on the importance of being flexible enough, to try a lot of methods with her 
learners, thereby ensuring that they are well accommodated in the classroom.  
Teachers who have knowledge on IE employ a variety of teaching methods in 
accommodating learners with diverse needs in the classroom (Avramidis, Bayliss, & Burden, 
2000). The use of various teaching strategies in the classroom is mandatory for ensuring that 
all learners enjoy and benefit from the learning process. Teachers who apply different 
teaching strategies in the classroom tend to achieve better results with regards to 
accommodating diverse learning needs in the classroom (Miles, 2009).  
 5.8 Challenges of newly qualified teachers 
This section of themes will be answering the second research question on the challenges of 
newly qualified teachers supporting learners with NDD in the mainstream classroom. These 
themes analyse and discuss the various kinds of challenges encountered by newly qualified 
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teachers as they support learners with NDD in their mainstream classrooms. The participants 
in this study admitted having experienced some major challenges ranging from lack of 
support from their schools, excess workload and time management. Learners with 
behavioural problems also pose a challenge to the teacher by being difficult to manage and 
causing loss of control in the classroom alongside other learner. The participants as part of 
the challenges experienced also opined insufficient teacher experience. These different 
responses will be discussed in the themes below 
 
 
 
 
 
 
 
Figure 5.2: Diagram of findings as themes as it answers the first research question  
5.8.1 Formulation of Theme 5: Lack of Support from SBST  
The theme was formulated from the opinions of the participants, which is the absence of 
support from their school’s SBST. The significance of this finding is important as teachers 
need to be supported for them to provide support in the classroom for learners with barriers to 
learning in the classroom (DoE, 2001). Therefore, it is necessary for the school to put 
structures in place that will enable the teachers to accommodate diverse needs in the 
classroom. 
5.8.2 Discussion of theme 4 findings: Lack of Support from the SBST 
Teachers need to be adequately supported to effectively provide support for learners with 
barriers to learning (Nel, Tlale, Engelbrecht, & Nel, 2016). There is a need for collaboration 
in order to gain expertise, skill and knowledge, because IE is multifaceted and cannot be 
achieved by an individual (Mahlo, 2012). A teamed effort between the teachers and the 
support teams has the capacity to effect a change in the curriculum and learning environment 
at large (Sethosa, 2001).  With regards to providing support to learners with barriers to 
learning, the SBST serves as one of the mediums used in ensuring that teachers receive the 
RQ 2: What are the challenges of newly qualified teachers supporting 
learners with NDD in mainstream classrooms? 
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required support needed to help them accommodate learners with diverse needs in the 
classroom (Mphalele, 2011). One of the roles and responsibilities of an SBST is to identify at 
risk learners in the classroom and provide support needed to accommodate them in the 
classroom (Nana, 2012). The size of the SBST is highly dependent on the size of the school 
as well as the number of teachers present. Apart from the SBST, the DBST is also responsible 
for ensuring that each school has a functioning SBST. They oversee the affairs of the school’s 
SBST and attend to issues that are beyond internal control. In this study, participant reported 
to have challenges of being supported by the school’s SBST. 
Participant 2 reported that… “Yes. We also do have the SBST…. but it is not so functional… I 
think one of the greatest support I have is the school nurse, like she helps with almost 
everything. Especially for the ADHD learners who need to take medications. This nurse is a 
good support ahhhh shem she is…she also helps to guide the toilet from learners who go 
there to misbehave” (line 144-150). 
Participant 2 seems to be the most supported teacher who shared a positive experience about 
receiving support from the school although she agreed that the SBST in her school is not very 
functional. I observed that participant 2 teaches in a well-equipped private school that has the 
infrastructure required to teach effectively. She also has an assistant in her classroom that 
helps and guides learners during assessments. The assistant helps to guide learners who are 
slow and seem to struggle with academic work. The nurse also keeps a constant eye on the 
learners and helps to ensure that the learner diagnosed with ADHD adheres to his medication 
as prescribed by the doctor. 
Participant 1 is a teacher in the township school and do not receive any support from the 
school. Participant 1 argued by saying that…”shakes her head…. hahahhahah….i do not get 
any support from school, I think that is my major problem. I think the department is doing 
nothing to help township schools in terms of support. There is no help to provide specialist to 
help diagnose this learning problems. I really do not see anything, no proper 
communications. When I showed my fellow teacher the book of the learner with reading and 
writing problems, like she couldn’t help…every other private school has all these support 
systems on ground but here is nothing” (line 56-63). 
Participant 3 also stated that….” We do not have an educational psychologist…and I don’t 
think the SBST really addresses these challenges. I don’t really know what they do. They are 
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aware, but I really don’t know what they do for these learners, I can’t really tell” (Line 234-
237). 
Participant 1 spoke with intensity about the lack of support from SBST, especially in the 
township schools as she considers it a major problem impacting her ability to support learners 
in the classroom. She also reported that the department has not done much in supporting 
township schools, as there are no educational psychologists or school counsellors assigned to 
help diagnose identified learning problems. She further explains that her colleagues are also 
experiencing the same challenge because they also are not able to help learners with reading 
problems. Participant 1 compared the private schools to the townships, as she explained that 
most private schools have all the required support systems available and therefore it is much 
easier to work in a private school than a township school. Participant 3 also admitted to 
having an SBST in her school that is not functional and the SBST does not understand what 
to do for learners with barriers to learning in the classroom. 
Participant 4 spoke differently about the SBST. In her own words, she explained that … “to 
be quite honest, No. Like I am part of the SBST, and all they just do is to stress me out. I am 
not getting any support. They rather come to me for support and ideas. I am the one 
supporting them instead, it is funny but that’s the truth. I get little support from an 
educational psychologist at the district.  Besides that, I am the one working out things for 
myself and trying a whole lot of stuffs to support these learners. Like you know my kids 
struggle with maths a lot so I basically support them myself “(Line 345-351). 
Participant 7 added that…”.I am part of the SBST, and the challenge here is that as a member 
of the SBST I am also a classroom teacher who does a full time teaching duty. So is not easy 
for the four of us to support all the learners with barriers in the school, coupled with the fact 
that I also have my classes to teach. We do not have an educational psychologist to assist and 
this is very difficult for just the four of us” (line 573-575).  
Participant 4 and 7 are members of their SBST, they both report on the inability of the team 
to provide support for teachers and this has been a challenge to inclusive teaching in the 
classroom. Participant 4 being a new teacher in the SBST complained of being stressed 
because the team seem to be ineffective and nor properly organised. She added that they often 
come to her for support, instead of providing her with the support she needs. She admits 
receiving support from an educational psychologist at the district and that is how she is able 
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to provide support for her learners, especially those to struggle gravely with mathematics. On 
the other hand, participant 7 who is also a teacher and a member of the SBST also discussed 
how challenging it is for four members of the SBST to support learners with learning barriers 
in the entire school. She further explained that, as a member of the SBST, she is also a 
teacher with full teaching duties. Therefore, it becomes almost impossible for her to combine 
both roles and this has been a challenge, since the school does not have any support specialist 
like an educational psychologist and a school counsellor.  
Teaching is a demanding profession that requires institutional support to help teachers 
achieve a desired outcome (Darling-Hammond, Hammerness, Grossman, Rust & Shulman, 
2005). Implementing inclusive education in the classroom is stressful due to the absence of 
formal support structures to enable them to teach effectively (Walton, Nel, Muller, & 
Lebeloane, 2014; Engelbrecht, Oswald, Swart, & Eloff, 2003). Some teachers in public 
schools often have less access to support services than their colleagues in urban schools. In 
some cases, they also experience difficulty in gaining access to textbooks and other teaching 
materials. In addition, parents in the townships tend to be less educated, and less likely to 
assess the quality of teaching, or to act properly in questioning the quality of education given 
to their children.  
The lack of SBST support for teachers is challenging as they tend to be left alone to struggle 
with the demands of supporting learners with barriers to learning in the classroom. The 
absence of support for teachers affects the productivity of the teacher. Schools must provide 
the required support for teachers to be able to achieve effective teaching and learning in the 
classroom. SBSTs play a significant role in providing support to teachers and learners using 
consultation on classroom strategies, referrals and decisions concerning resources within the 
school to ensure that learners with barriers to learning receive additional support. The 
findings from this theme agree with that of Mphalele (2005) which revealed that teachers do 
not get enough support from the SBST to enable them to effectively support learners with 
barriers to learning. 
The lack of support from the SBST constitutes a major challenge for the newly qualified 
teacher who is not supported, and yet is expected to provide support for learners with NDD in 
the classroom. Support structures for schools, teachers and learners in South Africa include 
DBST, SBST (also called institutional-level support teams), Full-Service Schools (FSS), 
School Governing Body (SGB) as well as Special Schools as Resource Centres (SSRC). The 
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essence of these various support systems is to ensure that there is a smooth flow of teaching 
and learning in the classroom. Researchers such as (e.g. Donohue & Bornman, 2014; Du Toit 
& Forlin, 2009) agree that the implementation of inclusive education in the South African 
school can only be made possible through the provision of essential infrastructure resources 
and support. Teachers need to be equipped with teaching aids and materials needed to 
maintain inclusivity in the classroom (Smith & Mpya, 2011). 
5.9 Discussion of theme 5 findings: Excess workload and administration 
The school management is generally complex (Blommaert, Muyllaert, Huysmans, & Dyers, 
2005). Some of the most pressing problems faced by the newly qualified educators in the 
classroom include lack of teaching aids and resources, learner’s assessments, managing 
excessive paperwork, and changing teaching methods to accommodate diverse needs 
(Goddard & Foster 2001). In order for effective teaching and learning to take place, schools 
need to ensure that systems are put in place to enable smooth day to day running of school 
activities and eliminate excessive workload placed on teachers (Yamauchi, 2011).  
Participant 1 stated that… Yes, for me. On my side I feel its admin, I am in a township and 
there are lots of admin to be done. Marking, recording, attending to school issues all on me. 
And you know… with learners who are poor and not supported it’s not so easy. The work 
load is on me to do everything which is not so easy for me. And there is no enough time to 
attend to every learner with a need. Most learners are just being pushed and this is a problem 
for teachers (Line 74-79). 
The workload experienced by teachers, which includes lots of marking, recording, and socio-
economic factors, was reported to be part of the challenges experienced   Participant 1 also 
reported that most of the learners in her classroom were condoned into the next grade thereby 
making things difficult for the teacher in the class to cope. Most teachers often struggle to 
attend to all leaners with learning needs in township schools because of large class sizes and 
deadlines (Hall & Giese, 2009). This becomes a challenge for teachers to accommodate 
learners with NDD in their classroom. Wildeman (2008) reports in township schools learners 
with disabilities are disadvantaged in terms of receiving support from educators, due to 
workload. Curriculum changes and increase in workload have proven to be part of the 
challenges experienced by teachers in the South African mainstream classrooms (Myburgh & 
Poggenpoel, 2002). Many educators have admitted being stressed as a result of having to 
accommodate and teach learners from impoverished backgrounds in township schools, 
especially when they struggle with high academic performance (Crafford & Viljoen, 2013). 
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In this study, participants reported to have experienced challenges in trying to manage the 
workload of teaching especially in township schools. 
5.10 Discussion of theme 7 findings: Learner behavioural problems 
Behavioural problems hinder both a teacher from effective teaching and a learner from 
learning. Most teachers in the South African classrooms report to have an increase in 
challenges with learner’s behavioural problems in the classroom (Hallam, 2007). Prinsloo 
(2005) also found that a respectable number of literatures have focused more on this problem 
as it indicates the level of concern this issue has become to teaching and learning. Due to the 
challenge of behavioural problems in the classroom, teachers who remain in the teaching 
profession are less motivated and basically trying to “keep up” with the profession (Corrie, 
2003).  
Participant 2 also admitted to having a major challenge with behavioural problems in the 
classroom. These problems range from high level of disruptiveness to being stubborn, 
abusive and very disrespectful to the teachers. This challenge makes accommodating and 
supporting the learner unbearable for teachers to manage in the mainstream classroom.  
Participant 2 clearly state that…thinks the challenge is behavioural problems, the way they 
act. It is really a challenge because as a teacher it seems like your whole self is going into it. 
They exhibit problems like disruptiveness, abusive, disrespectful, you see them sometimes 
very stubborn, not able to work, even depressed, yoh!! So, it so challenging for me to cope 
with these very high behavioural issues. And learners’ a times have challenges with their 
sexual wellbeing which for me is not easy at all (Line 174-178). 
Participant 9 also agreed that… in my class, my learners are very stubborn and unwilling to 
learn. You see them reject every attempt I make to support them and assist them in the 
classroom. Sometimes you are teaching, and they exhibit behaviours like laughing, making 
mockery, and shouting. This is a very serious challenge for me as I am not able to even teach 
well. Its very frustrating, I tell you (790-792)..  
The most exhibited behavioural problem in the classroom reported by the participant are 
problems such as abusiveness, stubbornness, depression, and disruptiveness. Participant 2 
explained how challenging it is for her to cope with behavioural problems displayed by 
learners in the classroom. Apart from the behavioural problems, she added that learners also 
have a problem with their sexual wellbeing. This reveals that learners struggle with their 
sexuality for example; female learners are not enlightened about how to maintain hygiene 
during their menstrual cycle.  
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Participant 9 reported that supporting learners is a challenge because of the kind of 
behavioural problems learners’ exhibit. She further explains how learners are not able to 
receive support as they exhibit negative behaviours like shouting and making a mockery of 
the teacher during lessons. Participant 9 sees these behaviours as a significant challenge 
because it does not only hamper her productivity as a teacher but also affects her emotionally.  
Teachers are expected to cope with demands on change in policies, curriculum development, 
abolition of corporal punishment and rationalisation as well as behavioural problems. These 
demands also affect what happens in the classroom daily and may negatively affect the 
relationship between the teacher and the learners in the classroom. Leaner behavioural 
problem requires a reasonable amount of time and energy to manage and leads to high levels 
of frustration and to their questioning their own effectiveness (Corrie, 2003).  
 In a similar study by Hill and Newman (2015) which concurs that in most cases behavioural 
problems in the classroom is time consuming and the teacher may end up being unproductive 
with the learning outcomes for the day. Prinsolo (2005) provides some examples of 
behavioural problems such as refusal to obey classroom instructions, excessive noisiness, 
distracting other learners, leaving seats without permission, talking out of turn and generally 
refusing to pay attention to lessons in the classroom.  
5.11 Formulation of theme 8: Insufficient teacher training experience  
The theme on higher education institutions was derived from the various responses of the 
participants with regards to the inadequacy of their teacher training preparation. Although, in 
the previous theme on teacher’s knowledge on IE the participants agreed that their knowledge 
on inclusive education has made a positive impact on their teaching in the classroom. 
However, participants still find a part of their training inadequate and constitute one of the 
challenges they experience in the classroom.  
5.11.1 Discussion of findings on theme 8: Insufficient teacher training 
experience 
The preparation of teachers for mainstream education has clearly needed to undergo 
significant changes in recent years. One major adjustment has been the necessity to prepare 
teachers to accommodate more diverse student populations who are increasingly being taught 
in inclusive classrooms (Forlin, Loreman, Sharma, & Earle, 2009). Teacher education for 
inclusive education has progressed over the past two decades, and the Department of Higher 
Education has made efforts to improve the teacher training programmes.  
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As reviewed in chapter 2, teachers are educated for inclusive education in two different 
models, which is either the infused content approach or stand-alone model approach to 
teacher training (Walton & Loyd, 2012). Most teacher education programmes usually choose 
for a content-infused approach to teaching IE, where relevant knowledge, skills, and aptitudes 
is developed through various university courses (Hennig & Mitchell, 2002; Voltz, 2003). 
However, in contrast to an infused approach, the stand lone module suggest that IE can be 
packed into discrete and recognisable courses and insulated from other courses in the 
programme. This approach accepts that there is specialist knowledge that belongs to inclusive 
education, and that this knowledge has a special kind of value (Bernstein, 2000).  Regardless 
of the universal acceptance of the infused-content approach, participants still argue on the 
need for inclusive education to be taught as a stand-alone module. The first issue raised by 
participants with regards to their teacher training experience was that of the need for inclusive 
education being a stand-alone module. 
Participant 4 sated that…. “Okay like last year we only had one or two assignments of 
inclusive education. For me I feel inclusive education should just be a module on its own. IE 
should be given a module and we must learn it throughout the year and it should be 
compulsory for every student teacher. This will help us to be fully aware of these learning 
problems and not asking us to choose one of the barrier in an assignment. . You see so I just 
suggest that IE should not be a part of the Education teaching studies module. It must just 
stand on its own, IE Is so short. Like you learn today and the next you see is assignment like I 
feel there is no enough information to help us in the classroom…the lesson is just for 123 
hours. It doesn’t give up attention to details” (Line 274-277). 
Participant 5 also stated that…” Yes absolutely, for me I felt robbed during PGCE, I thought 
everything will be in modules and not units’ even if it’s for a semester and not just for weeks 
and then assignment and before you know it is all over. I think they should bring in some 
more quality. And make the IE a full module. By so doing it works better. And by the end of 
the year we are full of understanding. And we are having so much knowledge” (Line 480-
485). 
Participant 4 reported on the need for IE to be a separate compulsory module that should be 
learnt throughout the year, as that would help pre-service teachers to become more 
knowledgeable about the learning barriers in the classroom. She explained how the module 
did not provide much detail and experience on understanding diversity in the classroom, 
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because it was basically structured in such a way that they learnt just a little, did assignments 
that focused on one barrier and then the training was over. She reports that the inadequate 
training constitutes one of the challenges experienced as their training did not provide all the 
required knowledge and experience to help her in the classroom. Participant 5 also reported 
that the training programme did not meet her expectation as it entailed short learning periods 
and assignments. He recommended that the teacher training programme needs to add more 
quality to the training so that teachers can be well prepared for diverse needs in the 
classroom.  
Bielefeldt (2001) opine that the stand-alone model may not be effective enough to cater for 
the teaching needs of pre-service teachers, Stand-alone university modules in IE are common 
amongst teacher training programmes regardless of it not being universally available (Shade 
& Stewart, 2001) and by no means not the only medium to promote positive attitudes or 
enhance pre-service teacher’s knowledge on teaching and learning (Loreman, 2002). 
Notwithstanding, other teacher training programmes still support an infused-content approach 
to teaching IE because of its ability to develop knowledge and skills. In concurrence to the 
opinions raised by the participants about the infused-content approach used during their 
teacher training programme, Voltz (2003) agrees that there are a lot of disadvantages of the 
content-infused approach which are time intensiveness, inability in ensuring that all important 
parts of the content are covered and it does not provide an in-depth knowledge on the content 
taught during the teacher training programme. However, there has also been insufficient 
evidence to address the concerns of critics concerning the ineffectiveness of the content-
infused model (Stayton & McCollum, 2002). 
Participant 2 also stated that…. “I think we do not have enough experience on these NDD. so, 
I think the school should have helped deepen our knowledge on the reality of this NDD. It is 
not just about going to WIL or writing assignments. Because for me I feel the experience is 
quite different here. We are just leaving on the knowledge we have” (Line 183-187). 
Participant 3…. “I feel like they should have paid attention to the behavioural problems and 
NDDs learners face in the classroom. Like we do not really get to know all these things until 
we step into the classroom” (Line 263-267). 
Participant 2 and 3 reports on the insufficient knowledge provided especially with regards to 
providing enough knowledge and experience on NDD. Participant 2 suggested that the 
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training programme should have encompassed more of handling barriers to learning like 
NDD in the mainstream classroom, and not focusing only on teaching practicum and 
assignments. Participant 3 also added that the teacher training should have focused on 
developing and their knowledge on behavioural problems in the classroom because they only 
get to know about these behaviours when they start teaching.  
Participant 7 stated that… “The teacher training programme was good but more on the 
surface, it dint really go in-depth, most of the knowledge I have now is mostly from the B. ED 
Honours program that I am currently doing. Insufficient knowledge is a challenge because 
the classroom experience is different and requires a lot from the teacher” (Line 590-593).  
Participant 7 agreed to the challenge of insufficient teacher training experience, although she 
acknowledged that the teacher training was a good eye opener but did not provide enough 
information that was needed to accommodate learners with barriers to learning. Participant 7 
explained that the classroom experience is totally different and demands a lot of attention and 
efforts from the teacher, especially in terms of support and accommodation. She also added 
that most of the knowledge on how to handle learners in the classroom was gained from her 
Honours programme and it has deepened her understanding of learning barriers in the 
classroom. Learners with NDD are currently being admitted into mainstream classrooms. To 
this effect, there is a need to ensure that pre-service teachers receive adequate training on how 
to identify and support these learners in the classroom. Stoughton (2007) submits that pre-
service teachers despite their training still feel unprepared to teach in inclusive settings 
because of inadequate ability to handle learners with barriers to learning in the classroom. 
There is a need for teacher training institutions to review and improve their methods of 
teaching and training  
5.12 Formulation of theme 9: Lack of parental involvement  
The theme on lack of parental involvement was formulated from the responses of participants 
about the challenges experienced from the absence of parental involvement in supporting 
learners with barriers to learning. The theme on lack of parental involvement is significant to 
this study as participants report it to be a challenge to their teaching and providing support for 
learners in the classroom.  
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5.12.1 Discussion of findings on theme 9: Lack of parental involvement  
A parent is known to be the learner’s primary advocate and defence, as well as monitor, 
controller and decision maker. Parental involvement is described as a positive interaction, 
participation, and investment in a learner’s academic activity (Benner, Boyle, & Sadler, 
2016). Parental involvement also includes assistance with school related assignments or 
tasks, and assisting with skill development such as reading, writing, spelling and maths 
calculation. At the school level parental involvement entails parents volunteering and actively 
participating in school activities such as field trips, attending meetings, serving on a parent- 
teacher advisory panel and responding to conversations and consultations required by the 
classroom teacher (Topping, & Wolfendale, 2017).  Participants in this study reported on the 
challenge experienced through the absence of parental involvement in the learner’s academic 
endeavour. Most participants indicated that, supporting learners in the classroom has been a 
difficult task as most parents do not respond and or comply with the needs of the teacher.  
Participant 7 stated that…” Parents are indeed another challenge. Even when learners are 
identified, we can’t send them for assessments because parents don’t approve. The truth is I 
can’t support a learner without the parent’s approval. Sometimes these parents even get their 
children depressed by saying I should forget about the learners that they will not amount to 
anything. They call them names like useless and stupid, this really affects the child. Because 
the child comes into the class with that mindset and it becomes difficult to help such a 
learner. I have a few of them like that in my grade 9 class (Line 631-633).  
Participant 7 explained how difficult it is to send learners for assessment without parental 
approval. It is not ethical to send a learner for any kind of assessment or diagnosis without the 
consent of the parent. Most parents may belong to a belief system or hold opinions and will 
make them hesitant give their consent for the teacher to proceed with assessment or 
diagnosis. In the case of participant 7, parents do not approve or give consents for their 
children to get assessed or diagnosed for further support and concession, instead they speak 
negatively to their children and discourage every attempt made by the teacher to 
accommodate and support these learners in the classroom. Participant 7 explained that some 
parents use derogatory terms such as ‘stupid’ and ‘useless’, insisting that the learner will not 
be able to learn. These names according to participant 7 goes contributes negatively to the 
learner’s self-esteem and adversely affects their performance in the classroom thus providing 
support to a learner with such a mindset becomes a challenge.  
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Participant 9… “hey! Parents are worst, most parents don’t come even when you call in to 
report. And when they come they just say, they cannot talk to their children because they are 
scared the child may be violent and do something wrong. So, they instead ask me to just 
allow the learner to continue to misbehave. In fact some of them even misbehave with their 
parents, like drinking and smoking with the same parents who is meant to reprimand them. 
This is very challenging because it gives the learner more power to continue misbehaving” 
(line 670-673) 
Participant 9 also alluded to the views expressed by participant 7, despite of the fact that they 
were interviewed separately as they were from different schools. Participant 9 expressed a 
high level of displeasure about lack of parental involvement, describing them as the worst 
challenge she experienced in the classroom. This is because parents do not respond or visit 
the school even when they are being called in. The parents who manage to come do not play 
any role in cautioning the learner, instead they become scared that the learner might lose 
his/her temper and become violent. Parents instead advice the teacher that the learner should 
be allowed to continue misbehaving. This could be challenging as a teacher expects that the 
parent’s involvement in a situation should instil discipline and not encourage the child to 
continue in misbehaviour. Participant 7 also added that in most cases, the parents are known 
to misbehave with their children, for example drinking and smoking in a bar. Such parents 
may not be able to get involved in their children’s academic activities and may not respond to 
the teacher’s needs or call for assistance.  
Participant 8 reported that… “Parents are don’t help at all. Sorry to say, especially African 
parents. You call them to come and they never show up. The thing is how do we support and 
assist when the parents don’t even care. They everything is the teacher’s job. But when I call 
a non-African parent, in few minutes they arrive and are very quick to give approval or any 
information needed. For me I feel parents that don’t cooperate are my biggest problems” 
(Line 616-619). 
Participant 8 described parents who don’t cooperate as his biggest problem and he went 
further to make a comparison between different races of parents, stating that most African 
parents are not responsive to calls from teachers. He explained that African parents believe 
that everything is the teacher’s duty and not theirs. He further questioned the teacher’s ability 
to support when parents don’t respond to calls when needed. Furthermore, in his comparison, 
he stated that non-African parents were very responsive to the teacher’s call than the African 
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parents. He stated that non-African parents are quick to give approval and support any 
initiative taken by the teacher to support the learner in the classroom. The absence of parental 
involvement was reported to be one of the challenges hampering the free flow of support for 
learners with NDD in the classroom. 
Parental involvement is an essential factor in the growth and development of any learner. The 
quality of support received by a learner from a family also contributes to the brain 
development of the learner (Thomas & Revathy, 2018). Most authors report that lack of 
parental involvement often results in poor academic performance, increased misbehaviour, 
and poor attendance to school, drug abuse and violent behavior.  
Chapter summary 
This chapter has discussed the findings of the study as understood by an Activity t theoretical 
framework. The analysis and discussions of findings provides a detailed structure as to how 
the research questions were answered using the application of the theoretical framework. The 
summary of findings, recommendations and further discussions will be discussed in the next 
chapter.  
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Chapter Six 
Summary of the findings, recommendations and limitations of the study 
6.1 Introduction  
The aim of this chapter is to provide an overview of the research study as well as providing 
answers to the research questions. The researcher will present a reflection on the findings, the 
strength and limitations of the study are put into consideration. Recommendations made from 
the findings are for practice and policy while suggestions are made for further study into the 
research problem that was addressed.  
6.2 Summary of the study 
6.2.1 Motivation and rationale  
The focus of this study was to explore how newly qualified teachers support learners with 
neurodevelopmental disorders in their mainstream classrooms with a view of getting to know 
the support strategies used in providing additional support for these learners. The rationale 
behind this exploration was the current trend in implementing IE in mainstream classrooms 
as learners with disabilities have been granted access to learn with their peers regardless of 
their diverse abilities. This study is focused on how learners with neurodevelopmental 
disorders receive support to enable them to function effectively in the classroom. 
Learners with disabilities are currently being admitted into mainstream classrooms. This 
currently places a demand on the teachers to provide support in ensuring that these learners 
are well accommodated in the classroom. Most teachers lack the required knowledge and 
skill to provide support to these learners, while others find supporting learners with NDD to 
be more stressful and difficult to cope. Teachers who do not have any training or knowledge 
on how to accommodate learners with NDD are known to express frustrations and 
complacency towards learners with NDD in their classroom.  However, teachers who are 
trained for inclusive education seem to have a positive outlook and disposition towards 
learners with disabilities in the classroom. Trained teachers are known to exercise more 
patience and make efforts to provide support for learners with NDD in the classroom.  
In South Africa, various studies have reported on the inability of teachers to provide support 
for learners in the classroom as a result of lack of knowledge, skill and inadequate training. 
The teacher’s lack of knowledge and skill has been a major concern and challenge to the 
South African education system. This challenge is argued to be overcome by the introduction 
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of IE which supports learners learning together without any form of discrimination and 
segregation irrespective of their diverse learning abilities. The paradigm has further led to the 
struggle of both teachers and learners in the classroom as most teachers were only trained to 
pure mainstream learners and not to accommodate learners with diverse learning needs.  
Teacher training institutions are currently training teachers for inclusive education. Teachers 
who receive this training are made aware of the importance of IE and how it can be 
implemented in the classroom. As a result of this training, some teachers are beginning to 
express positive attitudes and make deliberate efforts towards accommodating and providing 
support for learners with disabilities in the classroom. Learners with NDD are admitted into 
mainstream classrooms. These learners are known to have different behaviours and 
manifestation as well as different needs. Nonetheless, it is necessary to enable them to learn 
equally with their peers. Learners with NDD in mainstream classrooms exhibit challenges 
with reading, writing, spelling as well as being able to comprehend or understand basic 
mathematical concepts. Most of these learners are hyperactive and struggle to concentrate or 
focus on their class activities. Teachers who accommodate these learners must apply a variety 
of support measures to ensure that these learners learn effectively. Teachers who have 
received basic training on IE is seen as having some level of knowledge and could be able to 
provide support to learners  
The aim of this study was to explore how learners with NDD are supported by newly 
qualified teachers in their mainstream classrooms. The researcher was motivated by the fact 
that inclusive education supports that learners with NDD to be included in mainstream 
classrooms and need support from teachers in order to achieve academic excellence and learn 
with their peers. In contrast to this, most teachers fail to support these learners because they 
do not have the necessary knowledge and skill on how to provide the required support.  
The study is therefore motivated towards exploring how newly qualified or trained teachers 
provide support for learners with NDD in the mainstream classrooms.  A reflection on the 
above research problem led to the formulation of the two research questions for this study: 
“How do newly qualified teachers support learners with NDD in their mainstream 
classrooms?” and “What are the challenges of newly qualified teachers accommodating 
learners with NDD in mainstream classrooms?” 
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6.2.2 Research design and methodology  
The qualitative approach was used to explore the daily activities of the newly qualified 
teachers in the classroom. This method provided flexibility and varied explanations of the 
participants lived experiences, opinions and beliefs. Data were collected through semi-
structured interviews and supplemented by observation and critical incident report techniques 
to ensure richness and quality of data collected. Data collected were transcribed, coded and 
thematically analysed in order to interpret and understand how newly qualified teachers 
support learners with NDD in the mainstream classrooms. The researcher was fully aware of 
her roles and therefore gave way for reflexivity in order to eliminate subjectivity and bias. 
Appropriate ethical considerations, trustworthiness, and quality were put into consideration 
throughout the study to ensure validity and quality of the study (Yardley, 2000).  
6.3 Main Findings: Results from the Research Question (How the research 
questions were answered) 
The Activity theory as a theoretical framework assisted me in understanding my study, 
especially with regards to exploring how newly qualified teachers’ appropriate conceptual 
and practical tools in accommodating and supporting learners with NDD in the mainstream 
classroom. The activity settings which is both the teacher training institution and the 
mainstream classroom having learners with NDD was considered by the theory, as it 
provided understanding on how the learners with NDD are supported in the mainstream 
classroom. The findings of this study are a collation of the shared opinions and experiences of 
the ten participants. There were no major differences in the experiences of these participants. 
Using interviews, observations and critical incident reports, the data collected was analysed 
and categorised into two sections to provide answers to the two main research questions. 
The first research question on How newly qualified teachers accommodate and support 
learners with NDD was answered in four themes which comprised of the teacher’s 
understanding of NDD, kinds of NDD in the classroom, support strategies used by teachers 
and the teacher’s knowledge on inclusive education and how it plays a role in the support 
provided for learners with NDD. The 4 themes were considered suitable for the research 
questions as it provides answers to how the newly qualified teacher supports learners with 
NDD.  
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The second research question was focused on the challenges faced by newly qualified 
teachers in supporting learners with NDD in the mainstream classroom. The themes that 
emerged from this research question are lack of support, workload and administrative duties, 
behavioural problems and insufficient teacher training experience. All the participants agreed 
to have similar challenges in the classroom which also hampers their ability to effectively 
provide support to the learners with NDD in the classroom.  
6.4 Reflections on the study  
6.4.1 Teacher’s understanding of NDD 
Understanding NDD in the classroom happens to the key component in providing support for 
learners with NDD. Teachers who understand the nature and manifestation of NDD seem to 
be positive about supporting these learners in the classroom. I considered the participants’ 
understanding of NDD as essential because it serves as a foundation for knowing how to 
provide support in the classroom. The Activity theory also asserts that the teacher’s 
understanding of NDD could be traced to the knowledge acquired through conceptual tools or 
the practical experience gathered in the classroom during teaching practicum. The study 
found that the newly qualified teachers had a reasonable understanding of NDD, some 
understanding was a result of their practical experience while the others were through the 
knowledge acquired from the training programs as participants were able to attempt 
describing the nature and manifestations of NDD with practical examples from their 
classroom experience.  
6.4.2 Teacher’s views of the kinds of NDD 
The teacher’s views of the kinds of NDD in the mainstream classroom were considered 
imperative in exploring how newly qualified teachers support learners with NDD. I 
considered the teacher’s views of the kinds of NDDs in their classroom important in 
determining and understanding if they had an idea of the kind of NDD they were providing 
support for in the classroom. The findings reported two kinds of NDDs as opined by the 
participants which were mainly specific learning disorders and ADHD.  
The kind of NDDs found in the mainstream classroom plays a significant role on how support 
is being provided by the teacher in the classroom. Although, I agree that there may be some 
misdiagnosis or misunderstanding of the NDDs in the classroom. I also agree with the 
prevalence of specific learning disorders which was consistently present in all the observation 
carried out. The interviews, observations and critical incident reports also reveals the 
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challenges learners with NDD such as SLD encounter especially with reading, writing, 
spelling and comprehending English or English related classroom activities. Besides specific 
learning disorders, a few participants also admitted having learners who exhibited lack of 
concentration, stubbornness, hyperactivity and some learners who were formally diagnosed 
with ADHD by a medical professional. These findings were anticipated as the literature 
review also reported ADHD and SLD to be the most prevalent in mainstream classrooms as 
most of these learners struggle to learn with their peers in a normal classroom setting.  
6.4.3 Support strategies for learners with NDD 
Since the study was focused on how newly qualified teachers support learners with NDD, it 
was anticipated that teachers would provide some form of support to learners with NDD in 
their mainstream classroom. As reviewed in the literature, newly qualified teachers seem to 
be more positive about learners with disabilities and tend to be more willing to provide 
support for learners in their classroom. There were a variety of teaching strategies used by the 
participants to support learners with NDD and a learner-centred approach was mainly used 
with a strong emphasis on enhancing learner participation in the classroom. 
The data collected noted a variety of support strategies employed by newly qualified teachers 
in the classroom which includes cooperative learning/group work, individual consultation, 
peer learning, visual aids, and curriculum differentiation was used to support learners who 
could not meet up with the normal curriculum. The various support strategies applied seemed 
effective and helpful to learners as participants testified in their report that learners with NDD 
showed visible improvements when support was provided.  
Support was provided to learners who struggled with reading, writing, understanding 
concepts, mathematics and language in the classroom, this was done through individual 
consultations and weekly intervention or extra classes which was used to assist learners with 
NDD who struggle to understand in the main classroom teaching. Extra time to complete 
tasks as well as wait-time for responses was constantly applied with extensive use of 
repetition in all areas.  
6.4.4 Teachers’ knowledge on inclusive education 
Lack of training can result in inadequate teaching methods being used as many teachers do 
not have sufficient knowledge, skill, competencies and concepts accommodate the diverse 
needs of learners in the mainstream classroom. Trained teachers are mostly competent and 
also demonstrate a reasonable level of confidence towards learners with disabilities in the 
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mainstream classroom. Participants in this study report that their knowledge on inclusive 
education prove to be a helpful tool in helping them provide support for learners with NDD. 
Participants agree that the knowledge they have provides them with a positive mindset and 
patience especially when dealing with learners who struggle to read, write and comprehend in 
the classroom. The newly qualified teachers were willing and very concerned about learners 
with NDD in the classroom as they explored a variety of support strategies within their reach 
in ensuring that no learner falls behind as result of a disability. This positive attitude was 
attributed to the knowledge and training acquired from IE. This finding agrees with that of 
Akyeampong and Lewin (2002) which confirms that newly qualified teachers who were 
trained for IE exhibit positive attitudes and willingness to support learners as well as 
implement IE in the classroom. In getting to explore how newly qualified teachers support 
learners with NDD, I considered the teacher’s knowledge imperative as it constitutes to be a 
bedrock or foundation on how support can be provided to ensure that all learners participate 
and learn equally in the classroom. 
6.4.5 Lack of support from SBST 
Teachers need to be supported in order for them to successfully carry out their duties in the 
classroom. Supporting learners with NDD in the classroom require different external 
assistance and resources from the school and organisations. Teachers who lack support may 
not give off their best as they may experience challenges that could hinder the flow of 
teaching and learning in the classroom. Lack of support was one of the challenges reported by 
participants in this study. Participants reported to have less support from their various school 
SBST in terms of providing support assistance and attention for learners with NDD in the 
classroom. Part of the challenges expressed were the unavailability of an educational 
psychologist to diagnose learning problems, inadequate collaboration from the DBST, lack of 
attention and provision of support materials for learners with challenges with slow writing, 
poor reading, spelling and pronunciation. Participants also opined that most public schools 
lack adequate support materials and therefore do not assist or provide the required materials 
to enable them to render support for learners with NDD in the classroom. The lack of support 
has hampered the newly qualified teacher’s ability to provide support as teaching could be 
stressful when there is a lack of institutional support (Darling-Hammond, Hammerness, 
Grossman, Rust & Shulman, 2005). 
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6.4.6 Excessive workload and administrative duties 
Participants also reported to have excessive workload to deal with in the classroom and it also 
constitutes to be a challenge in the classroom. Increased workload can lead to stress, 
tiredness, and demotivation in teaching. Teachers who experience a high increase of 
workload in the classroom often experience difficulties in teaching effectively in the 
classroom. Participants in this study agreed that they have challenges with workload in the 
classroom. This workload happens to be a challenge to both classroom teaching and support 
provided for learners in the classroom. Participants in terms of workload struggle to meet up 
with the class learning outcomes during lessons. Participants reports having to deal with 
excess markings, recording, submission of a paper work and at the same time attending to 
other school issues which involve coordinating extracurricular activities and leading other 
teams in the school. Due to the workload on participants, supporting learners with NDD is 
less achievable as there is inadequate time to attend to the learning needs of every leaner in 
the classroom. Participants also attribute the workload to the fact that learners might be 
condoned from one grade to another not minding if they are qualified or not. This however 
contributes to their workload as they are expected to support these learners in the classroom.   
6.4.7 Learner behavioural problems 
Behavioural problems constitute to be one of the major problems in achieving a well-
managed classroom. Learners with behavioural problems tend to be more hectic for teachers 
to accommodate in the classroom as they often exhibit attitudes that disrupt teaching and 
learning in the classroom. Participants in this study reportd behavioural problems as a 
challenge in accommodating learners with NDD in the classroom. The behavioural problems 
in this study as reported includes abusiveness, lack of concentration, depression, inability to 
work, stubbornness, and lack of willingness to participate in the classroom activity. These 
behavioural attitudes obviously constitute to be a major challenge as learners with NDD also 
exhibit behavioural problems.  
Participants report to struggle with providing support for learners with NDD because of the 
behavioural problems learners’ exhibit in the classroom. In most cases behavioural problems 
in the classroom is time consuming and the teacher may end up being unproductive with the 
learning outcomes for the day. I also observed the inability of the teacher to implement good 
classroom management strategies because of the different behaviours learners’ exhibit in the 
classroom.  
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6.4.8 Insufficient teacher training experience  
Studies have shown that newly qualified teachers are not well equipped to teach and 
accommodate the diverse needs in the classroom. Insufficient teacher training experience also 
constitutes to be major challenge for newly qualified teacher supporting learners with NDD 
in the classroom. Teachers who do not have enough knowledge and understanding of NDD 
may struggle to effectively provide adequate support for learners in the mainstream 
classroom. Sufficient experience on how to deal with learners with NDD is a major need for 
every teacher in the mainstream classroom. Participants reported insufficient training to help 
them accommodate learners with NDD in the classroom. They described their training as 
short and lacking adequate exposure to the realities of the learning problems in the classroom. 
A few participants suggested that IE be modified and made a stand-alone module. 
Participants also reported that the module on IE was short and lacked depth and enough time 
to adequately explain and teach them the required skills for accommodating learners with 
NDD in the classroom.  They suggest that the module on IE should pay more attention to 
behavioural problems and NDDs as the training do not provide adequate knowledge to help 
cater for the needs in the classroom. There is a need for newly qualified teachers to be aware 
of the learning problems but also receive quality experience skills to enable them to respond 
to the diverse needs in the classroom environment.  
6.4.9 Lack of parental involvement 
Lack of parental involvement was another major challenge stated by participants in the study. 
Participants reported on their inability to provide effective support to learners with NDD in 
their classroom because of the absence of parental support. Participants further explained that 
most parents do not provide permission or consents for learners to be sent for assessments in 
order to receive support. In some cases, most parents do not believe that their children may be 
experiencing a barrier to learning in the classroom and therefore attributes every poor 
academic performance to the learners, describing them as failures or as individuals who 
should be abandoned and left alone. Participants reported that these actions cause depression 
in the learner and reduces their self-esteem and participation in the classroom. In addition, 
participants added that some parents do not respond to calls or show up when requested to be 
in school to discuss important issues that are beneficial to the learner, rather a few parents 
make situation worst by refusing to take disciplinary actions against over their children. 
Instead parents encourage that their children be left alone to continue misbehaving to avoid 
an outburst of violence and anger. This situation presents a challenge to the newly qualified 
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teacher as it becomes a struggle to accommodate and support such learners in the classroom. 
Hence, teachers are unable to provide high level support if parents do not play the role of 
involvement which entails supporting the teacher with necessary support. 
6.5 Recommendations 
The following recommendations are suggested after a careful exploration of newly qualified 
teachers accommodating learners with NDD. 
 The Department of Education should appoint specialised teacher assistants to assist 
learners with NDD in the mainstream classroom. The curriculum should be made 
flexible in order for teaching and learning to be achieved at a pace that learners with 
NDD can follow achieves their goals. This will also provide newly qualified teachers 
with enough time to provide the required support needed for learners with barriers to 
learning in the classroom.  
 Pre-service teachers do not have sufficient experience and interaction with learners 
experiencing barriers to learning (Engelbrecht & Van Deventer, 2013; Nel et al., 
2014). Teacher education institutions should therefore modify and intensify inclusive 
pedagogical methods in their training and ensure that pre-service teachers are well 
exposed to adequate practical experience that would enhance their ability to teach 
inclusively. The Post Graduate Certificate in Education Programme can also be 
modified or extended in order to provide pre-service teachers with enough knowledge 
and skill on how to support learners with NDD in the classroom. 
 The Department of Higher Education should provide newly qualified teachers with 
continuous in-service teacher training that will focus on identification, support and 
accommodating learners with NDD in the classroom. A structure must be put in place 
and reinforced to ensure that newly qualified teachers receive trainings and improve 
their knowledge on inclusive teaching in the mainstream classroom. 
 There should be effective support systems placed by the Department of Education to 
ensure that all learners with NDD in the mainstream classroom receive required 
support needed to learn effectively. This can be done by ensuring that the SBST in 
every school is functional and in constant communication with the DBST to ensure 
that teachers and are well supported in the mainstream classroom.  
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 Newly qualified teachers should be provided with incentives such as bursaries and 
study leave to enable them further their studies and obtain further qualification that 
will improve their knowledge and skill in IE.  
6.6 Possible contribution to existing literature 
This research contributes towards the following: 
 This study confirmed that learners with NDD attend mainstream classrooms and need 
to be supported in order to learn equally with their peers. 
 Evidence that newly qualified teachers are successfully using a variety of teaching 
strategies and teaching methods so that learners with NDD are supported in the 
mainstream classroom, even though they experience many challenges.  
 This study also confirmed that a variety of teaching strategies are vital in supporting 
learners with NDD in the mainstream classroom. To influence departmental policies 
and procedures in encouraging more diversity and flexibility regarding teaching 
strategies in the high schools. 
6.7 Limitation to the study  
 In this study, 10 newly qualified teachers participated from different mainstream 
classrooms therefore the findings cannot be generalised to teachers in remedial or 
special classrooms. 
 This study focused only newly qualified teachers, hence the results may not be 
generalised to existing teachers  
 The study explored teachers in high school settings and therefore, the same results 
may not apply to other teachers in the foundational phase.  
6.8 Recommendation for further study  
The following themes are to be considered for further research. 
 Identifying the needs of newly qualified teachers accommodating and supporting 
learners with NDD in mainstream classroom.  
 Conceptualising teacher training programmes for newly qualified teachers 
accommodating and supporting learners with NDD in mainstream classrooms. 
 The role of support services (e.g. school psychologists, therapists, social workers) in 
supporting newly qualified teachers to effectively accommodate learners with NDD in 
mainstream classrooms.  
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Conclusion  
The purpose of the study was to explore how newly qualified teachers accommodate and 
support learners with NDD mainstream schools. The research question for the study have 
been well explored through a variety of qualitative methods. The study confirms the presence 
of NDD in the mainstream classroom and that newly qualified teachers employ a plethora of 
teaching strategies to ensure that learners with NDD receive needed support for effective and 
equal learning. However, the findings also revealed that newly qualified teachers still 
experience challenges that hamper effective provision of support in the classroom. These 
challenges need to be addressed for learners with NDD to be more inclusively encompassed 
in mainstreams schools. 
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Code and their Description  
Codes  Description  
Understanding of NDD  It is any learning problem that is 
concerned with the brain. 
 Like issues that affect the child 
cognitively 
 Ndd is dealing with a child who in terms 
of intellectual is very slow. 
 you are talking about slow 
learners…short term memory, children 
who cannot pay attention…children who 
cannot learn so much at a time. 
 I think of learners who have challenges 
with their behaviour, learners who find it 
difficult to concentrate and do their work 
 I think NDD is a problem a child faces, 
like they can’t do a lot of things because 
of their cognition 
 it is a disorder that affects how learners 
take in and use information 
 it’s about children who have brain 
problems and encounter difficulty in 
reading, writing and learning 
Kinds of NDD in the classroom 
observations 
Diagnosis  
Identification of NDD…. 
 learners who cannot write correctly 
 Learners here suffer from severe 
dyslexia 
 I can identify him but it is not diagnosed 
but the signs are clear that he is dyslexia 
 there is a child who doesn’t understand 
anything even if you teach 
 There is a learner who doesn’t know how 
to write. 
  I think they have a combination of 
different things 
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 one child having reading and writing 
with cognitive problems… 
 ADHD seems to be more prevalent 
 it’s from my observation…from the 
symptoms you can dictate 
 moving up and down, always looking for 
permission to go out. Consistently 
disrupting other learners. Find it difficult 
to concentrate and do classwork 
 I also have learners with dyslexia 
 it’s mostly ADHD and dyslexia 
 I observed them and one has been 
diagnosed 
 3 learners with ADHD in the entire 
classroom. 
 my kids struggle with maths, in maths 
they struggle more with addition 
subtraction division and multiplication 
 who battle and struggle with 
concentration? 
 I can’t say its ADHD or ADD. 
 I have learners with dyscalculia 
 these learners struggle with basic 
calculations. They struggle with adding 
numbers 
 it is basically reading and writing 
 They don’t write nicely at all 
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Interview  
R: Good morning like I spoke to you over the phone I am conducting a 
research 2.on NDD and I want to know how you accommodate and support 
this learners 3.with NDD in your classroom. 
P: Okay no problem 
 R:  what do you understand by NDD 
 P: for me NDD uhmmmmmmm….is any learning problem that is concerned 
with the brain. That happened during a child’s development stage and 
uhmmmmm basically yeah. Like issues that affect the child cognitively. For 
example, I know a child who developed an NDD bcs he heard hit a pool 
when he was a little child and because of that it affected his learning and all. 
So yeahhh….i think that it what it is Njeeeh…… 
 R: thank you very much that is a brilliant Idea you have, 
P: thanks Jane laughs…am trying hey! 
R: what kind of Ndd do you have in your classroom. 
P: first of all I am now in mainstream classroom, in my previous school 
which was a special school, I had learners with ADHD and they were 
diagnosed, we usually give them medications so that they could focus and 
all. We give them sweets, snacks, and most of them had a combination of 
different Ndd like ASD and ADHD. 
 R: how about your current mainstream classroom where you work? 
 P:oh yeaahhhhh… this school now is a government township school. The 
NDD I have really noticed is that of learners who cannot write correctly yoh. 
It is just too much.  Learners here suffer from severe dyslexia. I got to know 
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while marking, everything is just incorrect. And I think there is no proper 
channel to diagnose these learners here. 
  R: So you feel the learners with dyslexia is not diagnosed? 
  P: Yes… I am able to identify him but it is not diagnosed but the signs are 
clear that he is dyslexia. 
 R: What is the severity of this NDD in your classroom? 
 P: uhmmmm with the ones I work with I think it is a combination of mild 
and moderate. Because this doesn’t look like a mild case at all. (laughs and 
nods her heard) it is really not a mild one. 
 R: Awww… I see. Yes dyslexia most times is not mild. 
 P: yes, like yes I agree… 
 R:How are you accommodating and supporting this learners with Ndd in 
your classroom? 
 P: Uhmmmm…I can’t lie, I have not really done much. But I try to 
encourage and support the learners I identified with dyslexia, I have also 
tried checking his notes and also kept a constant eye on them. But eish, it is 
not easy, here in the township school there is no channel of support. No help 
from the school. Teachers just teach and that is all they do. So for now, I try 
to do the best I can in keeping an eye on their work. It is not easy shem. 
 R: oh yea,…I understand with you sincerely. But how about assessment 
concessions? Do you provide any? 
 P: I have a learner who doesn’t write and when I ask him he said he is 
meant to be in a special school and a teacher told him so. There isn’t much 
communication from the school as to how we can provide assessment 
concession and you know this is not really easy at all. I have not been able 
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to.do much and uhmmmm I also need to check my book to be sure of what 
to do. And you know what like ….am in the township school and like 
seriously in the township school eish…..it’s just the teachers alone. Like 
there is no help from anywhere… 
 R: how about your school? Do you get any support from them no matter 
how small? (smiles) 
 P: shakes her head….hahahhahah….i do not get any support from school, I 
think that is my major problem, there is nothing at all. I think the department 
is doing nothing to help township schools in terms of support. There is no 
help to provide specialist to help diagnose this learning problems. I really do 
not see anything, no proper communications. When I showed my fellow 
teacher the book of the learner with dyslexia, like she couldn’t help…every 
other private school has all these support systems on ground but here…it is 
empty shem. 
 R: eish I understand what you mean hey….it can be very frustrating. But do 
you think your knowledge on inclusive education was helpful to you? 
 P:….yoh!!! yes jane….like seriously it is hey!! Like I can at least identify 
this learning problems like I know the symptoms when I see it. I am not 
afraid or stressed, I know what to do…even though it might not be a lot. But 
I think I still need to look at my notes for some more info on dyslexia. But 
yeahhhh…my knowledge on IE has been helpful to me and has given me a 
different outlook on learners with disability. 
 R: Aww that’s so nice to hear. Do you experience any challenge with these 
learners with NDD? 
 P: yes for me. On my side I feel its admin, I am in a township and there are 
lots of admin to be done. And you know… with learners who are poor and 
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not supported its not so easy. The work load is on me to do everything which 
is not so easy for me. And there is no enough time to attend to every learner 
with a need. Most learners are just being pushed and this is a problem for 
teachers. 
 R: that’s the problem of most new teachers hey! What do you think the 
university teacher training programs can do to help? 
 P: I think we need more training hey….the inclusive education module was 
helpful but I think it wasn’t really detailed. If the university can actually go 
in-depth with these modules like teach us what to expect from learners with 
ADHD, ASD etc. if there any training I will attend. Like I just did attend a 
training on ADHD and most of these old teachers who have been here for 
years are not just bothered about attending and they just stay back may be 
because it is on a weekday..yeah….i just feel the university can actually 
make it more meaningful so we know what to do when we get into the 
classroom. 
 R: thank you so much Miss Sibu. I appreciate your time 
 
 
 
 
 
 
 
